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A COMPARATIVE STUDY OF THE EVALUATIVE MEANING OF COLOUR 
IMPLICATIONS FOR IDENTITY AND THE DEVELOPMENT OF 
SELF-ESTEEM IN YOUNG BLACK CHILDREN
L o r e t t a  Y v o n n e  Young
T h e s i s  s u b m i t t e d  t o  t h e  U n i v e r s i t y  o f  S u r r e y  f o r  
t h e  d e g r e e  o f  M a s t e r  o f  P h i l o s o p h y j
R egu lations  fo r  H ig h e r D e g re e s : C o p y rig h t
P re a m b le
D is s e m in a tio n  of knowledge is  one of the ob jects  of the U n iv e rs ity . T h e re fo re  
M e m b e rs  of the U n iv e rs ity  and o thers  who su b m it th e s e s /d is s e rta tio n s  fo r  
h ig h er degrees a re  expected to re lin q u is h  to the U n iv e rs ity  c e r ta in  r ig h ts  of 
re p ro d u ctio n  and d is tr ib u tio n .
M o re o v e r  it  is recognised  that app licants  owe a duty to th e ir  D ep artm en ts  of 
study, the A cadem ic  S taff and sponsoring bodies fo r  th e ir  re sp e c tive  c o n tr ib u ­
tions to the re s e a rc h . W ith in  the l im its  of these re q u ire m e n ts , the a u th o r’s 
co p yrig h t is safeguarded .
R egulations
1. W hen su b m ittin g  a th e s is /d is s e r ta t io n  fo r  the purposes of a h igher  
degree  the ap p lican t sh a ll s ign  an ir re v o c a b le  a u th o rity  in  p re s c rib e d  
fo rm  appointing the L ib r a r ia n  his a tto rn e y  w ith  the r ig h t to reproduce  
the th e s is /d is s e r ta t io n  by photocopy o r in  m ic ro f ilm  and to d is tr ib u te  
copies to those in s titu tio n s  o r persons who in  the L ib r a r ia n ’s opinion  
re q u ire  them  fo r  academ ic  (as d is tin c t fro m  c o m m e rc ia l) purposes.
2 . The L ib r a r ia n  in  consu ltation  w ith  the ap p ro p ria te  D e p a rtm en t of study  
o r sponsoring body s h a ll have the r ig h t to re fu se  to p rov ide  copies, o r  
to im pose such conditions as he thinks f i t  on the p ro v is io n  of copies, 
w ith  the ob ject of safeguard ing  the a p p lic a n t’s co pyrigh t and the in te re s ts  
of the U n iv e rs ity  and the sponsoring body.
3. These R egulations a re  sub ject to re q u ire m e n ts  of any body under whose 
sponsorship  the re s e a rc h  p ro je c t g iv ing  r is e  to the th e s is /d is s e r ta t io n  
is  c a r r ie d  on.
SUMMARY
T h i s  s t u d y  r e v i e w s  i n  d e t a i l  t h e  l i t e r a t u r e  on  i d e n t i t y  d e v e l o p m e n t  i n  
c h i l d r e n  and  a d o l e s c e n t s ,  d r a w i n g  on  t h e  t h e o r e t i c a l  f r a m e w o r k  o f  
G e o r g e  H e r b e r t  Mead and E r i k  E r i k s o n .  P a r t i c u l a r  a t t e n t i o n  i s  p a i d  
t o  i d e n t i t y  d e v e l o p m e n t  i n  y o u n g  b l a c k  c h i l d r e n  i n  B r i t a i n ,  t h e  
U n i t e d  S t a t e s ,  and J a m a i c a .  L i t e r a t u r e  o n  s e l f - c o n c e p t  and  s e l f - e s t e e m  
i n  y o u n g  c h i l d r e n  i s  a l s o  r e v i e w e d  i n  d e t a i l ,  and  a c h a p t e r  i s  d e v o t e d  
t o  m e a s u r e m e n t  p r o b l e m s  i n  t h i s  a r e a .  An a t t e m p t  i s  made  t o  i n t e g r a t e  
a c c o u n t s  o f  s e l f - e s t e e m  and  s e l f - c o n c e p t  w i t h i n  thB  c o n c e p t  o f  
g l o b a l  i d e n t i t y .
The  w a y s  i n  w h i c h  y o u n g  c h i l d r e n  a c q u i r e  e v a l u a t i v e  m e a n i n g s  o f  c o l o u r  
a r e  c o n s i d e r e d ,  w i t h  s p e c i a l  c o n s i d e r a t i o n  o f  t h e  d e v e l o p m e n t  o f  
f e e l i n g s  a b o u t  t h e i r  p e r s o n a l  e t h n i c i t y  i n  r e l a t i o n  t o  s e l f - e s t e e m  
i n  y o u n g  b l a c k  c h i l d r e n  aged '  b e t w e e n  f o u r  and s e v e n .  The a r g u m e n t  i s  
d e v e l o p e d  t h a t  d e v a l u a t i o n  o f  o n e ’ s  e t h n i c  g r o u p  i s  a m a n i f e s t a t i o n  
o f  p o o r  s e l f - e s t e e m .
The  d e v e l o p m e n t  o f  t h e  W i l l i a m s  C o l o u r  M e a n i n g  T e s t  and t h e  P r e - S c h o o l  
R a c i a l  A t t i t u d e s  M e a s u r e  i n  A m e r i c a  i s  d e s c r i b e d ,  t h e  r a c e - o f - t e s t e r  
e f f e c t  b e i n g  d i s c u s s e d  i n  d e t a i l .  An a d a p t a t i o n  o f  t h e  Z i l l e r  m e t h o d  
o f  m e a s u r i n g  s e l f - e s t e e m ,  s u i t a b l e  f o r  u s e  w i t h  c h i l d r e n  a g e d  4  t o  7 
i s  a l s o  d e s c r i b e d .
A s t u d y  i s  d e s c r i b e d  u s i n g  t h e  C o l o u r  M e a n i n g  T e s t ,  t h e  P r e - S c h o o l  
R a c i a l  A t t i t u d e s  M e a s u r e  and  t h e  Z i l l e r  s e l f - e s t e e m  m e a s u r e  i n  4 1 4  
c h i l d r e n  a g e d  4 t o  7 i n  E n g l a n d  and  J a m a i c a .  The s u b j e c t s  i n  E n g l a n d  
( w h i t e  E n q l i s h ,  b l a c k  J a m a i c a n ,  b l a c k  W e s t  I n d i a n ,  C y p r i o t ,  A f r i c a n  
and  A s i a n )  a t t e n d e d  n u r s e r y  and  i n f a n t  s c h o o l s  i n  L o n d o n .  The  J a m a i c a n  
s u b j e c t s  a t t e n d e d  an  i n f a n t  s c h o o l  i n  a r u r a l  a r e a .
The r e s u l t s  s h o w e d  t h a t  b l a c k  W e s t  I n d i a n  s u b j e c t s ,  b o t h  i n  E n g l a n d  
and  J a m a i c a ,  d i s p l a y e d  c o n s i d e r a b l e  w h i t e  b i a s  i n  t h e i r  e v a l u a t i o n  o f  
c o l o u r  and e t h n i c i t y .  T h e  e v a l u a t i o n  o f  c o l o u r  and e t h n i c i t y  wa s  
s i g n i f i c a n t l y  r e l a t e d  t o  t h e  m e a s u r e m e n t  o f  s e l f - e s t e e m  i n  p r e d i c t e d  
d i r e c t i o n s ,  i n  b o t h  E n g l i s h  and  W e s t  I n d i a n  c h i l d r e n .  A f r i c a n  c h i l d r e n  
d i s p l a y e d  t h e  l e a s t  w h i t e  b i a s  i n  t h e  e v a l u a t i o n  o f  c o l o u r  and e t h n i c i t y .  
I n  t h e  s u b j e c t s  i n  E n g l a n d ,  a  h i g h  p r o p o r t i o n  o f  b l a c k  and A s i a n  c h i l d r e n
i n  a c l a s s r o o m  was  a s s o c i a t e d  w i t h  a m o r e  p o s i t i v e  e v a l u a t i o n  o f  
c o l o u r  and e t h n i c i t y  i n  t h e  W e s t  I n d i a n  s u b j e c t s ;  i n  c o n t r a s t ,  w h i t e  
c h i l d r e n  i n  a m i n o r i t y  i n  a c l a s s r o o m  s h o w e d  e n h a n c e d  r a t h e r  t h a n  
d i m i n i s h e d  e t h n i c  i d e n t i t y .
T h e s e  and o t h e r  f i n d i n g s  a r e  c o n s i d e r e d  a t  s o m e  l e n g t h  i n  a  d i s c u s s i o n  
o f  w a y s  o f  e n h a n c i n g  i d e n t i t y  and t h e  d e v e l o p m e n t  o f  s e l f - e s t e e m  i n  
y o u n g  b l a c k  c h i l d r e n  i n  B r i t a i n .
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In this thesis I am ooncerned to discuss and describe the ways in
which children come to regard themselves, and evaluate their self
characteristics. In particular, I am concerned to show how the young black
Achild as a member ofA minority group in a white dominated society comes to 
regard himself. My' particular concern is the age group four to seven 
years, but since I am interested in the whole of the child1s development, 
and the roots of identity laid in these early years, I will describe 
identity development up to the adolescent period, and will review studies 
of self-concept and self-esteem in young blacks of a-variety of ages.
Since much of the research in this field ha3 been carried out in 
America I will frequently refer to American work, but will review fairly 
fully work carried out in England and in Jamaica. I am more concerned 
with the results of empirical studies than with the theories which underlie 
them. This thesis will not make any attempt it theoretical innovation; 
rather, I am concerned to add to empirical studies in this field, using 
an instrument developed in America for the measurement of young children's 
perceptions of colour and of the evaluation of people of different ethnic 
groups. The crucial inference is made, justified at some length in the 
thesis, that an evaluation of one's own ethnic group, positive or negative, 
is also an evaluation of one's personal worth as a member of that ethnic 
group. I attempt to bolster this inference by cross-validation with 
measures of self-esteem completed by the same populations.
At the same time, the measures are applied cross-culturally, to 
children in rural Jamaica, to V/est Indian children in London, and to 
African, English, Asian and Cypriot children in London. Such a cross- 
cultural comparison of self-esteem and ethnic evaluation is intended, not 
only to throw light on the influence which traditional We3t Indian society 
1ms had on how black people evaluate their 3elf characteristics, but also 
to throw light on the emic-etic debate (Triandis, 1 9 7 5 )  about the
i
INTRODUCTION
cultural relativism and cultural universalism of certain personal reactions 
to social situations. A crucial question is this: is the negative evalua­
tion of blackness universal, or is it relative to particular social 
systems in which whites, or "high-coloured11 individuals, dominate the 
society to the extent that they are able to dominate the cognitive world 
of ordinary black people, to dictate the cultural symbols which seem to be 
relevant in the evaluation of personal ethnicity? The evidence from 
America seems to be: certainly, but less so now than in the past. %; own 
evidence from Jamaica seems to indicate that black, rural Jamaicans still 
transmit to their children negative views of blackness. This is somewhat 
less true of the young Jamaican and other West Indian children I have 
tested in London schools; but still this group has a significant "white 
bias". But the small sample of African children I have tested in the 
London schools seem to indicate that these children have undergone somewhat 
different socialisation experiences, and do not see their personal 
ethnicity in overwhelmingly negative terms.
Since I am concerned with the whole child, with children in 
educational, clinical and social work settings, and with child development 
in general, I will consider in detail the mechanisms whereby children 
come to see themselves in particular ways, and the various social 
influences which bear on this process as they pass through various develop­
mental stages. It will be clear that I have a particular liking for the 
theoretical perspectives of Mead, Maslow and Erikson. %  choice of these 
theorists is largely intuitive, and I do not attempt to extend or 
criticize these theories in any particular way. I regard these and other 
theories (for example, Piaget’s account of cognitive development) as 
essentially complementary. All of them seem to me to be useful in under­
standing the ways which young black children develop in changing, and 
sometimes racist societies.
ii
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As a professional social worker, working daily with young black 
cliildren from deprived backgrounds, I am particularly concerned not only 
with a variety of ways of measuring identity and self-evaluation, but with 
ways of enhancing identity development, and positive self-esteem. For 
this reason my final chapter is devoted to various ways in which this 
might be achieved.
CHAPTER 1
IDENTITY AND THE SELF
Introduction
Theories of the Self
The Concept of Identity
Conclusions
1 .
IDENTITY AND THlg SELF
"The supreme law. (of life) is this: the sense
of worth of the self shall not be allowed to
be diminished"*
- Alfred Adler, quoted by Becker (i 97^)-
Introduction
In this chapter I will try and describe the basic theories of how
children come to acquire a sense of themselves, and ideas of themselves
a3 individuals having qualities of various kinds, I will try and relate 
Erikson1s notion of identity to various other theories of self development, 
including Mead’s crucial and Important distinction between ’I' and ’Me’* 
During this account I will offer illustrative examples from the minority 
group situation, and will move increasingly in later chapters from the 
theoretical accounts of the development of the self and of identity, to 
empirical accounts of identity and self-esteem in black, minority groups©
It is accounts of the latter type which are iiy main concern in this study. 
Theories of the Self
Since the early part of the twentieth century, social psychological 
theorists have been concerned with the notion of the self* Among these are 
people such as Rogers, James, Ereud, Allport, Lewin, and Mead* (Of course, 
in previous centuries, many writers and philosophers had concerned them­
selves with the nature of the self and its role in human conduct and 
motivations.) Latterly, sociologists such as Syngg and Combs (1949) have 
investigated the self in relation to the conscious feelings, cognitions, 
and perceptions the individual ha3 of himself and his world. In an 
article, "The Measurement of self-concept and self report" (1963), Combs 
et al argue that, "The self is composed of perceptions concerning the 
individual and this organization of perceptions in turn has vital and 
importand effects upon the behaviour of the individual", (p.470)©
CHARTER 1
Nash (1976) has pointed out that there are basically three traditions 
of "self" theory» I shall begin by discussing the second tradition of 
self theory as it is the simplest and most obvious of the three» This 
involves the interactionist conception of the self and is contained in the 
work of James, Mead and their associates« Meadian theory suggests that the 
self is the product of the prowess during which the individual comes to 
accept as his own the ideas about himself that he perceives others to hold 
of him«, Thus, this process, "talcing the role of the other", shows how the 
child develops self-concepts, i«,e. idea3 about himself similar to those 
his significant others have of him. (The acquisition of these will be 
discussed later).
Mead conceptualised the self as a process that consists of two 
distinct but simultaneous aspects: the *1* and the ’Me*. The ’Me’ comes 
about through taking the attitudes of'others toward oneself. It is the 
objectified aspect of the self, which is presented to others, and which we 
"see" when we take their attitude toward our self. The ’Me’ is what the 
individual "sees" when he interacts with another person; just a3 he sees 
himself when he looks in the mirror«, An individual has several ’Mes1 at any 
one time - there is the physical me, the me in a particular interaction 
(being, for instance, patient, understanding and warm), the me as a parent,
the me as a child, the me as a graduate student and so on»
In contemporary terminology, many of the ’Mes1 that make up the self
are called roles. Thus in the symbolic interaction framework, the role is
a ’me’ that the individual presents in a social interaction. It arises 
from taking the attitude of the other (or generalized other) toward one's 
own behaviour. However, a 'me1 is not always a role. It may be a character­
istic of the self that may be seen by others. A ’me’ may reveal a feeling
such as * depressed1 or 'anxious’; or it may be an attitude such as ’honest* 
or ’punctual’; but a role is always a ’me’. One plays many roles during 
the day (i.e. presents many ’mes’), and it is the task of the ’I* to select
and integrate these various ’mes’ into a sense of self.
2*
The *1* is logically involved in the self, however, since an objective 
self (formed through taking the attitude of others) presupposes a subjective 
aspect of the self that reacts to the ^me', and that also responds to the 
1 me* presented by others in interaction. According to Kimrael (1974), this 
aspect of the self, the I, is a "fleeting, momentary, process self; it can 
never be observed or objectified because it exists only in moment-to~moment 
consciousness; it exists only in process. In some ways, it resembles the 
stream of consciousness* that James discussed - it is moment-by~moment 
awareness, everchanging and existing only in process". (Because it is 
process rather than content it is most easily identified by the ,ing' 
endings on words that describe its functioning: reacting, reflecting, 
experiencing, feeling, interpreting, responding, etc.).
Central to the notion of the fIf is the fact that it responds to a 
situation in the immediate present e:xperience and as such is always 
uncertain and unpredietable. It thus introduces the possibility of novelty 
and of change. "The possibilities of the 'I* belong to that which is 
actually going on, taking place, and it is in some sense the most fascinating 
part of our experience. It is thore that novelty arises ... " (Mead,
1934, p.237).
The * I* exists only in the present moment since it is ongoing; we 
are always feeling, responding, experiencing in this present moment. Some­
times we wish to examine our response to a particular situation and in so 
doing we are trying to grasp the * I* of the past moment and make it a ’me1 
so that we may label, examine and talk about it as an object. Consider the 
following example: six-year-old Danny, a black child adopted by white 
parents, and attending sJc\ all white school had earlier told me that "They 
call me Blacky Sambo at school, and I call them Pinky Face". He clearly 
meant that the name they called him was a disparaging one. Then, a short 
time later we were watching television. A black runner was competing 
against several white runners and Danny pointed to the television and said,
3o
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"Look, there’s me". As the race drew to its climax and black and white 
runners contested the leadership, Danny shouted, "Come on Blacky Sambo".
At that point he was developing an ’I1 with regard to racial identity; 
liis ’I* was overtly manifested at the brief moment in w M c h  he identified 
both with the black runner and the disparaging name which other cMldren 
called him. Afterwards I asked Danny, "Do you really think that you are 
a Blacky Sambo?" He pulled a face and said, "I suppose so. That’s what 
they call me". Now, he had grasped the 'I' wMch had manifested itself 
during the excitement of the race; it had become part of M s  ’me', part of 
M s  objective self. It seems that Danny had internalised the racial 
attitudes of others, and now comes to see himself as they see him.
Our self is made up of these kinds of moment-by-moment interactions ' 
between the *1’ and the ’Me' aspects of the self. Something is amiss when 
this kind of I~me interaction does not occur (as in some forms of scMzo- 
phrenia). Most of us have a reasonable amount of interaction between 
what we experience and our perception of ourselves. As Mead (1934, p.229) 
phrased it: "I talk to nyseif and I remember what I said and perhaps the 
emotional content that went with it. The 'I* of this moment is present 
in the ’me' of the next moment. There again I cannot turn around quick 
enough to catch myself. I become a *me’ in so far as I remember what I 
said ... it is because of the 'I* that we say we are never fully aware of 
what we are, that we surprise ourselves by our own action".
This analysis of the self indicates that the individual's notion of 
himself is social in origin and as such is derived from M s  interaction 
with others who. evaluate M m  in many differing ways. Sociologists such 
as Webster and Sobieszek have taken this a good deal further and suggest 
that the notion of the self is relational and specific. Self-evaluation, 
they say, is relative to the structure of the social situation. Both who 
the other is and what the situation is appear to be important. The self 
is an ongoing, changing, active processing characteristic of the individual.
Freud and his followers weru among the first to develop psycho­
logical ideas about the self. Freud himself argued that there are three 
aspects of personal development, the Id (instinctual drives)5 the Ego (the 
adaptive part of the mind which brings it into conformity with external 
reality) and the Super-Ego (that which represents the demands of parents and 
society, guiding the Ego along a "moral" path). Nash (1976) pointed out, 
however, that self did not form the central theme of Freud’s work; it was 
Ills' daughter, Anna Freud, who became one of the pioneers in emphasising 
the importance of self images in the individual.
Like Adler, many of the pupils of Freud felt that the individual 
should be encouraged and helped to recognise his true goals, and reach a 
state of self«fulfilment or self«actual!sation (Maslow’s theory)o Becker
(1 9 7 1 ) developed this area in relation to attitudes and argues, for 
example, that the narcissistic individual generally devalues other people 
in order to enhance his self image.
’Identity* formed the core of Erikson’s study which was published in 
1968. Here, like Adler, he argued that the individual and the quality 
of his self-value was of greatest importance. The search for integrity 
involves the identification with figures in the culture (which could be 
presumed to include own racial figures); and this is supposed to be 
difficult in modern Western society where models for identification are 
weak and goals of the society are vague. The development of egeidentity 
in Erikson’s theory proceeds through eight stages. At each of the first 
seven stages, a particular problem must be solved before ego integrity is 
reached, in the eighth stage. Even in this eighth stage, however, ogo 
identity is still threatened. The eight stages which unfold as the 
individual gets older, are: (1) trust versus basic mistrust; (2) autonomy 
versus shame and doubt; (3 ) initiative versus guilt; (4) industry versus 
inferiority; (5 ) identity versus role diffusion; (6) intimacy versus'
isolation; (7) gonerativity "doing tilings" versus' stagnation; (8) ego 
integrity versus despair.
5o
Another theorist, Abraham lUslow, lias outlined a theory that for 
brevity is called the self-actualization theory (Maslow, 1954)«» This is. a 
multiple-factor theory which pdsits five levels of needs (whose development 
also coincides with certain age stages) arranged in a hierarchy. From 
lower to high levels they are: 'Physiological needs' such as hunger, 
thirst and warmth; 'Safety needs' such as security, stability and order;
'Belongingness and love needs' such as needs for affection, affiliation 
and identification (presumably this includes affection for, affiliation to 
and identification with one's own racial group); 'Esteem needs' such as 
needs for prestige, success and self-respect; 'Need for self-actualisation, 
or self-fulfilment'. The order in which these needs are listed are 
significant in two ways. This is the order in which they are sad to 
appear in the normal development of the person. It is also the order in 
which they need to be satisfied. It might be expected then that people 
in affluent societies such as Britain, will manage to satisfy the needs 
lower in the hierarchy, and in many cases will bo preoccupied with the 
need for self-actualization. More and more studies point to strivings 
for the three last levels among many West Indian children and adolescents 
in Britain (see Weinreich, 1978; and Bagley, Mal'lick and Venna, 1978; 
Bagley .and Young, 1978).
The third tradition of self theory is closer to the 'Commonsense 
view' of the self, in which the self is viewed simply as a trait of the 
individual personality (Zelditch, 1974)® Behaviour (ways of thinking and 
feeling) is assumed to be consistent in a variety of social situations. 
Zelditch sees the work of Rosenberg (1969) and Cooperamith (1967) oft 
self-esteem as reflecting tliis commonsense view. To them personality is 
an enduring variable. Coopersmith argues, "It is from a person's actions 
and relative position within (his) frame of reference that' he comes to 
believe that he is a success or failure - since all capabilities and 
performances are viewed from such a personal context we must know for
example conditions and standards within a given classroom, groups of 
professionals, or a family before making any conclusions about any 
individual's feelings of worthiness" (p.20), Like-Mead, Coopersmith 
is in fact arguing that evaluation of the self by referenoe to significant 
others is a relatively enduring process. Thus a child inteivialises a 
relatively enduring view of himself from his parents. The child's 
experiences in school m y  also give him a view of himself whioh is both 
self-confirming and enduring. Studies by writers such as Barker-Lunn 
0970)» Pidgeon (1970)> Rosenthal (1973) point out that teacher expecta­
tions, to the extent that they label children, seem to be self-confirming. 
For example, a child thinking he is dull, will behave similarly. This 
may confirm the quite irrational, stereotyped or biased view of the 
teacher who then reinforces the child's feelings of dullness. This 
feeling is enduring to the extent that the child carries this feeling of 
inferiority into subsequent classrooms and even into the sphere of work.*
The relationship between self-esteem and personality is not made 
veiy clear by any theorists that I am aware of. The works of psycholo­
gists such as Eysenck and Cattell do not appear to recognise "self" as a 
basic concept. In their book on The Structure of Human Personality ,
I^ysenck and Eysenck make only a passing reference to self-actualization, 
and no reference at all to self-esteem. Similarly, Cattell* s idea of 
"self-sentiment" formed only a small part of his work in Scientific 
Analysis of Personality (1965).
Unlike the above personality theorists, others argue that the 
notion of the self is important and indeed central to personal functioning. 
Becker (1971), for example, argues that the dominant motive of man is the 
need for self-esteem. Iiayakawa (1 9 ^3 ) also feel that the main purpose of
7.
* It should be emphasised that labelling does not take place in every 
classroom; but it does occur in a significant minority of classrooms. 
For reviews of literature in this field see Rosenthal (1973).
all human activity is to enhance i.he 3elf-esteem. It could be that 
personality theorists such a3 Eysenck and Cattell are measuring self­
esteem indirectly, since for example, Eysenck's personality inventories 
ask questions about the self. Some of these questions are similar to 
those found in the inventory of Coopersmith, e.g. Eysenck asks "Do you 
day dream a lot?" (Eysenck’s Junior Personality Inventory), while 
Coopersmith invites a response to, "I spend a lot of time day-dreaming"
(Coopersmith Self-Esteem Inventory)•
Scholars sometimes draw a distinction between self concept and 
self-esteem» Self-concept involves an objective or cognitive appraisal 
of the self while self-esteem involves an emotional appraisal of the 
self, reflecting self-confidence. I would argue, however, that since all 
descriptions of the self (except descriptions such as weight, height, 
sex) involve a strong emotional loading, that all self-conceptions are 
also expressions of self-esteem. Talcing Eysenck’s and Coopersmith's 
variable of 'day-dreaming* for example - to admit that one day-dreams is 
to admit to an undesirable behaviour. This statement is one of fact and 
is inevitably involved with emotion in actually admitting it.
Is satisfaction with the self a measure of self-esteem? Erom their 
study of students* ratings of themselves and their ideal selves, Block 
and Thomas (1955) found that these correlated significantly with a number 
of MMPI scales. Other findings reflected suggestions by other investiga­
tors that a defensively high self-esteem can exist in some individuals, 
as a reaction to an undesirable social position (see for example, 
Weinreich's study (1978) of black youngsters in English schools). Block 
and Thomas found that students with very liigh self-esteem tended to have 
signs of personality maladjustment, in contrast with those with self­
esteem ratings in the middle range.
In his publication of 1971, Becker makes an attempt to demonstrate 
that self-esteem is the primary aspect of human personality and motivation.
8 .
He argues that the cortex (the factor that distinguishes man from animals), 
with the power it bestows upon man to be self-appraising, is the basis 
of how the self or ego develops. Becker observes too that he in fact 
prefers Sullivan’s idea of “self-system" as this covers all the aspects of 
the psyche (id, ego and superego) 9‘ She self and the need for that self to 
be praised is of crucial importance both to the young child as well as the 
adulto He explains: "Alfred Adler saw with beautiful clarity that the 
basic process in the formation of character was the child's need to 
be somebody in the symbolic world, since physically nature had put him 
into an impossible position. He is faced with the anxieties of M s  own 
life and experience, as well as the need to accommodate to the superior 
powers of M s  trainers; and from all this somehow to salvage a sense of 
superiority and confidence. And how can he do tMs, except by choosing a 
symbolic-act ion system in wMch to e arn his feeling of basic worth? Some 
people work out their urge to superiority by plying their physical and 
sexual attractiveness ... Others work it out by the superiority of their 
minds; others by being generous and helpful; others by making superior 
tilings, or money ... Others serve the corporation to get the same feeling, 
and some serve the war machine." (pp.79~80). Becker add3 that still 
others maintain their self-esteem by endeavouring to denigrate other 
people or groups - "Everything that reflects the outsider is undervalued,^ 
wMle everything that belongs to the individual and his group is overvalued"o 
Hewitt in Social Stratification and Deviant Behaviour (1970), points 
out that there are five major components of the self: (1) an organised set 
of motivations to pursue certain goals such as the satisfaction of basic 
sex drives, to have material possessions and to be esteemed by others;
(2) a series of roles to wMch the person is committed, along with a 
knowledge of how to play them, and acceptance of the norms governing the 
various role behaviours; (3 ) a more general set of commitments to social 
norms and their underlying values (tMs commitment acquired through the
9 .
process of socialization); (A) a set of cognitive abilities which 
includes the ability to create an*) understand symbols which in turn enables 
the individual to give the correct response in social interaction and pro­
vides a "map" of the physical and social setting in which the individual 
finds himself. Hewitt's fifth and possibly most important component of 
the self describes the self-image (the set of ideas about one's qualities, 
capabilities, commitments and motives). This emerges through the degree 
to which an individual's motivations are schieved; and the way3 in which 
he personally evaluates M s  role performance through the norms and 
values he has internalised; and the degree to wMc h  the cognitive 
abilities he has acqMred enables M m  to understand and manipulate his 
environment.
Ziller (1972) argues that self-esteem or the self-system reacts to 
changing circumstances in the outside world. He incorporated the notion 
of attitudes in his analysis of self-esteem. An individual's attitude to 
himself and to the world in general are a central part of M s  personality 
structure. If the situation requires the individual to alter M s  
behaviour, then the individual will change his attitudes to the tMngs he 
has to do. In t M s  way he will be reducing what Eestinger (19^4) calls 
"cognitive dissonance".
Role performance in a new situation requires the acquisition of 
fresh norms, and a new "me". Ziller argues that this change in norms also 
involves a change in attitude concerning the self. Sherif and Sherif (19 6 7) 
put it thus: "A person's attitudes define for M m  w|iat he is and what he 
is not, that is, what is included witMn and what is excluded from M s  
self-image". What these authors seem to be saying is that the self concept 
is a central aspect of personality which is involved in the orgaMsation 
and reorientation of attitudes, values and role performance. The direction 
of cause is problematic. However Bern (1970) points out that changes in 
relation to self-concept and self-esteem are sometimes due to behavioural
10.
change in response to unavoidable environmental stimuli. In some cases, 
role change vail result in enhanced self-esteem; in others, in the reduction 
of self-esteem. The latter would fall in the category of, for example, 
downward mobility. All this indicates that some aspects of an individual's 
value system and his feelings about himself (including the ways he thinks 
he ought to be rewarded) are somewhat unchangeable. Probably, this 
stability (or rigidity) of values and expectations of how the self ought to 
be esteemed is the result of the very powerful influences of socialisation 
during the childhood and adolescent years.
To complete this section on the theories, I think It is important to 
consider how a recent school of personality theorists have tried to 
integrate self theory. Epstein (1973) asks of self-theorists, "Is 
psychology destined to remain with two schools of thought, a subjective 
one in which the self-concept is central, and an objective one in which 
it i3 superfluous?" He in fact feels that the two theories are quite 
compatible with one another and points out that many of the differences 
between the two can be resolved by arguing that' individuals have their 
own "self-theory". Each individual's self-theory arises out of his unique 
socialization, and the problems which he currently faces. Thus the 
object of each person's self-theory is (a) to optimise the pleasure/pain 
balance of the individual over the course of a lifetime; (b) to facilitate 
the maintenance of self-esteem; (c) to organise life experiences in a 
manner that can be coped with effectively.
According to Epstein's line of thinking, someone with a narrow 
self-theory (which could be due to one or more of the following - the 
limiting nature of socialization experiences, lack of opportunity to 
develop cognitive skills, or a high disposition to anxiety), will tend to 
avoid situations which are likely to upset the equilibrium of his self­
system. Like, Epstein, Wilson (1973) made a useful attempt at moving 
phenomenological and interactionist theories of the self closer to
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behaviourist psychology. Both utilise the principles of stimulus avoidance, 
and the theory of the self as a mediator between stimulus and response. 
Wilson's theory is one of 'conservatism* and points out that conservative 
individuals have feelings of uncertainty and inferiority. Such feelings 
lead to a generalized fear of uncertainty. This in turn manifests itself 
as both stimulus uncertainty and avoidance of response uncertainty, which 
in turn lead to conservative attitude syndrome. Wilson thus predicted 
that conservatism and poor self-esteem would be related. Tajfel (1969) 
tions that an important need of the individual is to preserve by various 
means such as rigidity, rationalisation, stereotyping, "the integrity of 
the self-image". As such his view may be seen to be providing additional 
support for a convergence between self and personality theories. As 
Morgan and King (1971) point out: "The self - the individual's self-
awareness or perception of his own personality - develops through his 
being -treated as a single entity during childhood. The self is what we 
subjectively experience as our personality. A person's perception of^ 
the self has an important bearing on his relations with others and on his 
emotional development".
The Concept of Identity
According to Erikson (1959), identity means a sense of continuity 
and social sameness which bridges what the individual "was as a child and 
what he is about to become and also reconciles his conception of himself 
and his community's recognition of him". He thus registers a certain, 
impatience with what he calls the "faddish equation of the term identity 
with the question "Who am I?" (1965)0 Erikson continues by pointing out 
that nobody would ask himself this question except in a more or less 
transient morbid state, in a creative self-confrontation, or in an 
adolescent state sometimes combining both. The most pertinent question 
for most people then is "What do I want to make of myself - and - what do 
I have to work with?" This is indicative of a positive move and this
12.
awareness of inner motivation is quite important in not clouding or 
swamping tbe future with infantile wishes and adolescent defenses. Thus 
identity contains a complementarity of the past and the future in "both the 
individual and the society - a "self-realisation coupled with a mutual 
recognition" (1 9 5 9).
Erikson (1 9 6 5) points out that the term identity is clinical in 
origin and was Eased in the study of individual disturbances and of social 
ills. Recently, however, it frequently refers to a more or less desperate 
quest, or even, (as in the case of black peoples) to something mostly 
negative or absent. Even then (i.e. when it is applied to the assessment 
of a social problem) it would appear to be clinical in methodology. Eor 
example, the consideration of identity problems involves (a) the taking 
of a ’history’, (b) the localization and the diagnostic assessment of 
disintegration, (c) the testing of intact resources, (d) the approximate 
prognosis, (e) the weighting of possible action.
One of the people who influenced Erikson in formulating his notion 
of identity was William James. In a letter to his wife, James (1920) 
depicted identity, which he then called "character", as both mental and 
moral, and he experiences it as something that "comes upon you" as a 
recognition, almost as a 'surprise rather than as something the individual 
strenuously quests after. "It is an active tension (rather than a 
paralysing question) - a tension which, furthermore, must create a 
challenge "without guaranty" rather than one dissipated in a clamour for 
certainty" - Erikson (1965)°
James' life history was indicative of the emergence of a 'self-made’ 
identity, but Erikson found in Ereud’s history, signs of the unity of 
both cultural' and personal identity. In his address to the Society of 
B'nai B'rith in Vienna in 1926 Ereud said: " ... Whenever I felt an 
inclination to national enthusiasm I strove to suppress it as being harmful 
and wrong, alarmed by the warning examples of the peoples among whom we
13.
Jews live. But plenty of other Wrings remained over to make the attraction 
of Jewry and Jews irresistible - many obscure emotional forces, which were 
the more powerful the less they could be expressed in words, as well as a 
clear consciousness of inner identity, the safe privacy of a common mental 
construction«. And beyond this there was a perception that it was to ny 
Jewish nature alone that I owed two characteristics that had become 
indispensable to me in the difficult course of ny life. Because I was a 
Jew I. found myself free from many prejudices which restricted others in 
the use of their intellect; and as a Jew I was prepared to join the 
Opposition and to do without agreement with the ’compaot majority*." 
(Standard Edition, London, 1959? p.273)» To Erikson this identification 
with an oppressed minority group, indicates a feeling of deep 
communality, a cultural identity, which is in addition to personal 
identity.
The struggle for identity among black peoples and indeed within 
individual blacks could be likened to Freud's experience. This 
'consciousness of inner identity' includes a sense of ’bitter* pride 
preserved by many among a race that has been oppressed and discriminated 
against. This positive identity is seen against a background of 
prejudice from the wider community amongst whom these minority people 
live. Identity here is one aspect of the struggle for ethnic survival.
It is Erikson’s argument that an individual’s identity, or a 
group's identity may be forged in relation to the identity of other 
individuals or groups. A dominant group may not have a clearly defined 
identity, simply, because it is the dominant group, and has no need to 
reflect on its position in society. Similarly some individuals may be 
extremely powerful, influential, or extraverted in personality, and not 
reflect on their personal identity, or where they are, who they are, and 
why they are, in relation to others. For the minority group, a sense of 
identity may be thrust upon them by the very oppression they have to
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endure. Yet an adequate sense of identity may elude this group, as a 
result of the very oppression which makes this sense of identity seem so 
important. The earlier statements of James (in the letter to his wife) 
and of Ereud (in his address to B'nai 0’rith) illustrate both how crucial 
identity is for a group or an individual, and at the same time so 
difficult to grasp, and to achieve adequately.
Identity can be both personal (as in the case of James) or personal 
plus cultural (in the case of Ereud). Many people never have a clear 
grasp of their identity (and can be said to have relatively little "ego 
strength", "self-esteem" or "self-actualization"). The average white 
Englishman has, perhaps, in the past had a relatively undeveloped sense of 
identity, simply because he had no need to reflect on hi3 ethnic position 
except in terms of superiority, Calvin (1977) suggests that many English 
people are now, in collective or cultural terms, enduring an "identity 
crisis" because the old ethnic and imperial superiority has been lost, 
and English people are forced to reappraise themselves as simply partners 
in a multicultural society. The reaction of many English people seems 
to be a racist one - an adaptation of "premature identity foreclosure", 
in Erikson*s term; this is a search for "a purified identity", as 
Sennett (1970) puts it, in his adaptation of Erikson*s identity theory 
to account for problems in the wider social structure.
Social change may force an identity crisis upon a particular group 
of people or cultural group, just as the onset of adolescence may impose 
an identity crisis on an individual. Oppressed minority groups may be 
thrown into an identity crisis if the onset of the oppression is sudden 
and unexpected. Kurt Lewin (1940) addressed himself to this problem, 
writing for the Jewish community at the time of growing Nazi oppression, 
Iiis answer was to suggest that Jews accept their minority group position 
and that they make it a position of strength. He understood that the 
Jewish child's greatest need was solid social and psychic "ground" on
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which to stanch Although the problem of the Jewish minority situation are 
in some ways different from those of other minority children, such as 
blacks, Lewin's guidelines for parents bear some generalisation. His 
proposals are that,
(1) The minority group child has to face the facts of his life,
(2) It is best for these facts to be faced squarely from the start, by 
involving the child in that knowledge.
(3 ) This applies under the best and the worst of minority group circum­
stances, since the conditions can and do c h a n g e ,
(4) The minority parent can thereby set up a situation in which the child
has a definite sense of belongingness with other members of the minority
situation. This minimises ambiguity, tension, and maladjustment.
(5 ) Minority parents should treat the minority problem not as an 
individual and private matter but as a social issue. This.will prevent 
feelings of self-accusation and self-pity which can otherwise result from 
the contemplation of the minority experience.
(6) Tliis sociological approach is especially important for the adolescent 
minority person. He needs to have a considerable reassurance concerning 
his belongingness. This is best provided through the interdependence of 
members of the minority group.
(7) Minority parents should not be afraid of overlapping loyalties. 
Belonging to more than one overlapping group is natural and necessary for 
eveiyone. The real danger lies in standing "no-where" - in being a 
"marginal man", and "eternal adolescent".
Black parents are more disadvantaged than Jewish parents in coping 
with problems of identity in their children. Unlike the Jewish community, 
they do not have a clearly defined religious basis for their culture, 
with an ancient tradition and a literary and intellectual basis. The base 
of the black parent is too often one of extreme economic oppression, and the 
cultural disorganizations imposed by slavery and its aftermath. Yet the
1 6 .
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tasks of the blaok parent in establishing an adequate sense of identity 
in their children are precisely the same as those 3et out by Lewin.
It is interesting to contrast corresponding "voices" from among 
the black population to those of James and Freud. Statements of some 
black authors appear to be couched in such negative terms as to suggest 
an absence of identity or what could be termed in Erikson's approach, 
elements of 'negative identity'0 Take for example, James Baldwin's 'The 
Fire Next Time'. Here he describes a situation "where identity is almost 
impossible to achieve". Similarly, a great writer like Naipul ~ who writes 
in a language foreign to his roots and his skin, inevitably finds himself 
writing about problems of isolation and identity, alienation and rootless-™ 
ness. Chris Searle describes Naipul's identity as being 'out in the void' 
beyond the dot of Trinidad, in an area of darkness. This very mature 
writer seems 'locked' inside his identity problem and as a result this 
preoccupation has. become the object of liis art. His novel 'The Mimic 
Men' is perhaps the culmination of this .tormented feeling. Searle adds
V.
that as a vision of the disorder and ruins of a man's own identity, it 
is "stark and horrifying". The 'hero', examining his own devastation, 
has ‘contracted out' of his own and anyone, else's identity: "A man, I 
suppose, fights only when he hopes, when he has a vision of order, when 
he feels strongly there is some connection between the earth on which he 
walk3 and himself". In Du Bois' famous passage, found in Kenneth Clark's 
Dark Ghetto ( 1 9 6 5 ) ,  there are suggestions of 'invisibility1, 'nameless­
ness' , 'facelessness'. On the.other hand, like Erikson, I feel that 
these sentiments expressed by black writers should not be taken as the 
Negro's sense of 'nobodyness' but as a defence against the stereotypes 
in a world that continually betrays and humiliates him by the meanings 
and pressures of its dominant images: " ... a social role, which, God 
knows, was his heritage" (Erikson, 1965)0 All these writers, Erikson 
suggests, are involved in a battle to reconquer for their people, a 
"surrendered identity",
18.
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In this chapter I have offered an outline of various theories of 
self and identity development, in particular those of Erilcson and Mead, 
and certain parallel theories of personal development (see Table 1)«.
All of these theories are useful in a consideration of the development 
of children in minority group situations, and indeed Erikson (1965) ^as 
made a particular attempt to app^y his theory to the position of black 
and Jewish minority group members* In the next chapter, I will consider 
how identity, and in particular black identity, is acquired and the 
particular constraints on adequate identity formation which young 
blacks suffer»
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CHATTER 2 
THE DEVELOPMENT OF BLACK IDENTITY
In this olmpter I try and move from the theoretical concepts con­
cerning identity development outlined by Erikson to particular accounts 
of identity development in black children and adolescents. The American 
accounts of Rainwater and Iiauser seem to be particularly, interesting in 
this respect. I am particularly interested in how black children acquire 
an identity, and look in particular at language as it transmits values 
negating blackness, with which black children have, to cope as they grow 
up. Finally, I will argue that societal values about ethnicity are of 
crucial importance for the development of racial identification and 
evaluation in young black children, both in America and in Britain. 
Identity Development
Erikson indicates that identity development has two complementing 
facets: (1) a developmental stage in the life of the individual, (2) a 
period in histozy (i.e. of the wider culture). There is thus a comple­
mentarity of what he calls ‘history1 and 1life-history1. The development 
°£ psychosocial identity is not feasible (according to Erikson) before the 
beginning of adolescence (just as it is not dispensable after 
adolescence). This is a time when (see chart) in the life of the 
individual, there is a sense of ’identity versus role diffusion’, need 
for ’Esteem’ (Maslow’s theory) and according to ny analysis, a resistance 
to stereotyped views of the self in establishing own identity and 
feelings of self worth. Another feature of adolescence is as a time 
"when the body, now |\illy grown, grows together into an individual 
appearance; when sexuality, matured, seeks partners in sensual play and, 
sooner or later in parenthood; when the mind, fully developed, can begin 
to envisage a career for the individual within a historical perspective - 
all idiosyncratio developments which must fuse with each other in a new 
sense of sameness and continuity”. (Erikson, 1963)•
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I n t r o d u c t i o n
It is clear than that many important components of one's identity 
tend to he resolved around this time. If one is not able, because of 
societal or personal reasons, to resolve these in a positive way, then 
"identity confusion" may result. This is uncertainty about the role one 
is playing' in the scheme of life. The resolution of this turning point 
or "identity crisis" may be conscious add deliberate, perhaps partly 
reflecting the adolescent's newly acquired ability to think abstractly 
(the stage of "formal operations" in Piaget's scheme of cognitive develop­
ment). On the other hand, much, of the resolution of this crisis involves 
emotional issues that may be relatively hidden beneath the surface of 
conscious awareness.
For many black adolescents, this crisis is inevitable, since because
of the structure of society and the pressures of the dominant culture,
they are denied the necessities with which to build an adequate 'life-
history' to combat their surrounding milieu. The notion of 'identity
foreclosure' (which some black adolescents may experience) appears in
Erikson's discussions of precursors of the adolescent crisis (Erikson,
1959) • In liis writings of 1956 and 1963 Erikson referred to 'ego identity'
and 'identity diffusion1. According to Marcia (1966), these refer to
"polar outcomes of the hypothesized psychosocial crisis occurring in late
adolescence ... 'identity acMevement' and ^identity diffusion' are polar
alternatives of status inherent in Erikson*s theory". Accordingly, an
"identity acMevement" individual has experienced a crisis period and is
now successfully committed to an occupation and ideology. Marcia tested
86 subjects and found that identity achievement subjects had seriously
considered several occupational choices and had finally come to a decision
on their own terms, i.e. these choices may even have gone against parental
wishes. With respect to ideology, the subject seemed to have "revaluated
past beliefs and achieved a resolution that leaves M m  free to act". In
general he did not seem as if he would be overwhelmed by sudden alterations 
in M s  environment or even by unplanned responsibilities.
The "identity diffusion" ind.i.vidual may or may not have experienced 
a crisis. He lacks commitment and unlike his "achievement" counterpart, 
displayed the following attitudes in Marcia's study: has neither decided 
upon an occupation nor is much concerned about it; seems to have little 
conception of his daily routine and gives the impression that his choice 
could be easily abandoned should opportunities arise elsewhere; is either 
uninterested in ideological matters or adopts the approach that any one 
outlook is as good as the other, and he does not mind sampling from them all.
Marcia also mentions two other states which fall roughly between 
"identity achievement" and "identity diffusion". These are the "moratorium" 
and "foreclosure" statuses. Marcia describes the moratorium individual as 
one "in the crisis period, with commitments rather vague". He can be dis­
tinguished from the "diffusion" individual by the appearance of an active 
struggle to make commitments. He seems preoccupied with issues which could 
be described as "adolescent", and is constantly attempting a compromise 
between his parents' wishes, society's demands and his own capabilities.
He gives the appearance of being bewildered and this possibly is the result * 
of the many unresolvable issues which preoccupy him.
The "foreclosure" individual is distinguished by "not having 
experienced a crisis, yet expressing commitment" (Marcia, 1966). Marcia 
found it difficult to tell in his foreclosure subject where parental goals. 
leave off and where the individual's goals begin. He is becoming the 
fulfilment of parental and societal intentions, while his beliefs (or lack 
of them) are virtually "the faith of the fathers living still". He 
appears rigid in personality and would possibly feel very threatened if 
faced with a situation in which parental values were disallowed.
Erikson's analysis of "identity foreclosure" reflects an arrest in 
ego development which assumes a "progression through time of a differentia­
tion of parts" (Erikson, 1959)* The preadolescent forms of ego identity 
are found in the latency period and it is during this time that the child
22.
is concerned about what Erikson calls "competence" (1959)• for ‘the 
development of competence, there should have been successful ego develop­
ment in the periods preceding the latency stage, together with a 
facilitating Environment within the latency period. Successful passage 
of these requirements leads to the emergence of "a sense of industry" 
(Erikson, 1955). There is thus a sense of "anticipation of achievement" 
in the next stage of ego development - adolescence.
If there is failure to resolve the latency issues, the child emerges 
with a sense of "inadequacy and inferiority". Associated with this 
failure, the child develops what is known as 'identity foreclosure', "a 
premature interruption in the adolescent task of identity formation" 
(Hauser, 1 9 7 1).
There appears to be two opposite forms in which this 'interruption' 
can be expressed - negatively, as the "sense of inferiority, the feeling 
that one will never be any good"; or positively, when for example the 
child "identifying too strenuously with a too virtuous teacher or 
becoming the teacher's pet ... his sense of identity can become prematurely 
fixed on being nothing but a good little worker or a good little helper, 
which may not be all he could be".
Hauser, in Black and White Identity Formation (1971) ,  found that 
the type found most commonly among his black American subjects was the 
negative one. He found that themes of inferiority, mediocrity, and 
degradation featured very much among them, both with regard to school 
and job opportunities, occasions "where doors were slammed at you".
Looking first at the individual's sociocultural milieu, one finds the 
actual fact of limited choice. Hauser points out that his black subjects 
noticed it most directly in the area of work. There were few part-time 
and summer jobs available and availability appeared to be combined with., 
distasteful kinds of work. Prospects of a better job after graduation 
seemed even more unlikely.
23.
Hauser found that a second environmental constraint was in terms of 
"heroes" i.e. positive figures whom the Negro subjects were interested in 
emulating. Not only did the subjects find the talents of men aich as Joe 
Louis, Jackie Robinson, Sidney Poitier and James Baldwin, out of their 
reach, but it was noticeable that the numbers of observable heroes 
gradually diminished over time.
What does the future hold for adolescents such as these? Hauser 
remarks, "Take a job market that is small and unattractive. Then add few - 
if any - attractive or appealing adult examples of how a boy might appear 
in 10 years. Then, as if the facts did not make a dismal enough picture, 
add restrictions as to where the black man may live and play. To further 
stigmatise the future there are an abundant number of men who are on the 
street corners ... Added to this, parents, relatives or friends appear to 
set poor examples for the youth. The message is thus very clear: the 
young, black adolescent has very few options".
One concomitant of these constraints is devaluation of the 
individual by his community. Erikson (1 9 6 8) points out that the 
adolescent needs to be recognized by the community around him: " ... we 
speak of the community's response to the young individual's need to be 
'recognized' by those around, him, we mean something beyond a mere recogni­
tion of achievement, for it is of great relevance ... that he be responded 
to and given function and status as a person whose gradual growth and 
transformation make sense to those who begin to make sense to him". The 
black adolescent can only interpret as 'misrecognition' or 'nonrecognition*, 
society's reactions towards him both in the present and. in the future.
The individual's personal history and the history he knows of his race, 
confirms this feeling of inferiority.
That several intrapsychic consequences may be the 'lot' of the 
individual with such restricted alternatives, was borne out by the remarks 
of self-depreciation which characterised some of Hauser's subjects. Low
self-esteem is a topio commented upon by most scholars (up to 1970 at 
least) of the study of the Negro personality (see for example, Karon (1958), 
Kardiner (1951), Pettigrew (19^4)). These writings all show that, given 
the many indications of his supposedly inferior nature, it is hardly 
surprising that the black youth assumes they are valid. (This, of oourse, 
fits in well with the analysis of the self reflecting the views of others 
made by Mead). This process is continued when thi3 classification is not 
only accepted but. also in certain ways maintained by the individual and 
his family. On the other hand, personal observations of the life styles 
of some West Indian families in Britain would suggest that as they continue 
to experience more and more prejudice against themselves they become more 
resolved to react against such prejudice with racial and personal pride.
Hauser comments that in America the same disadvantaging and social 
conditions, and limited options have a second intrapsychio effect, one of 
frustration and anger. Until recently (and particularly after the boys had 
been studied), this anger had been inhibited from overt expression and as 
a' result had been turned in on the self. One well-kniawn consequence of 
unexpressed anger or aggression is "self-hatred". This idea has been the 
focus of analyses by writers such as Pouissant (19&7) and Grief and Cobbs 
(1 9 6 8), Rainwater (1 9^5) suggests that this phenomenon of self-hatred 
plays an important adaptive function for lower-class Negroes in their 
reaction to "inimical social conditions". The reasons for the adoption 
of this solution to the problem is yet unknown, but whatever they are, 
"replacing overt rage has been guilt, recrimination, and self-hate"
(Hauser, 1971).
Hauser also suggests that in addition to inhibited rage, negative 
identifications also underlie self-hatred. He noticed that from their 
early years bis adolescent subjects had been faced with familial figures 
whom they themselves despised. As he consciously acknowledges to himself 
his hatred of such pathetic figures, his sensed similarities to these 
figures, poses him with a problem, that of possible self-hatred.
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It is important, I think, to distinguish between self-hate and low 
self-esteem. Hauser thinks that the difference is that the individual 
with low self-esteem says' to himself "I'm not good enough; I'm lacking" 
while for the self-hating individual, the issue becomes "I don't deserve;
I am so despicable that I’m not worthy of this or of any opportunity".
Both these states, in so much that they both lead to the depreciation and 
devaluation of the self, are important in understanding the black 
adolescent.
Elkins (i 963) explains that one expression of the linked themes of 
low self~e3teem and self-hatred is in what he calls "the Sambo image" - 
resemblance of the 'Uncle Tom' syndrome - "Sambo ... was docile, but 
irresponsible, loyal but lazy, humble but chronically given to lying and 
stealing ... He (the white) might conceivably have to expect in this child 
(the Negro man) - besides his loyalty, docility, humility, cheerfulness, 
and (under supervision) his diligence - such additional qualities as 
irresponsibility, playfulness ... Should the entire prediction prove 
accurate, the result would be something resembling Sambo". Elkins views 
Sambo as a "social role", the behaviour expected of all who belonged to 
the specific social group of Negroes.
Rainwater (1 9 6 5) adds that the individual's self-hatred is intensi­
fied and perpetuated in large measure by the process of "victimization" 
i.e. as an adaptive response to his social conditions, the lower class 
Negro maintains himself as "victim".
To clarify the character images of 'Sambo' and 'Victim*, it is 
useful to look at the apparently characteristic lifestyles of lower class 
American blacks. There are two character styles highly relevant to Sambo 
and Victim. Riesman in The Lonely Crowd (1950)> describes how the style 
is one of pleasing others, "fitting in", at almost any oost. Keniston 
(1 9 6 2) discusses this as follows: "A few men and women attempt to find an 
alternative to identity in other directions. Unable to discover or create
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any solid internal basis for their lives, they become byperadaptable; 
they develop extraordinary 'sensitivity to the wishes and expectations of 
otherso In a very real sense they let themselves be defined by the demands 
of their environment ... they are safe from disappointments ... he has 
settled for playing the role3 others demand of him".
The second character style is closely related to the first. The 
emphasis is also on the performance of roles but with the addition of 
"immediate gratification" (Rainwater, 1966). Rainwater indicates that 
the style is "an effort to make yourself interesting and attractive to 
others so that you are better able to manipulate their behaviour along 
lines that will provide some immediate gratification".
Both these styles provide the means for perpetuating the Sambo and 
Victim images. Unce learned (primarily within the family), the images 
are maintained by cues given during interaction. But, according to 
Rainwater, there is a third style which is related to both these character 
images and the issues of identity foreclosure. This character style is 
brought about and perpetuated by the same matrix of social conditions:
" ... increasingly as members of the Negro slum culture grow older, there 
is the depressive dtrategy in which goals are increasingly constricted to 
the bare necessities for survival ... This is the strategy of 'I don't 
bother anyone and I hope nobody's gonna bother me; I'm simply going 
through the motions to keep my body (but not soul) together'". This 
depressive strategy readily lend3 itself to identity foreclosure.
Given such pervasive character images, it is little wonder that the 
average lower class black adolescent in America (and perhaps in Britain) 
experiences limitations and constrictions in every sphere of life. It 
must be remembered too that there are also external restrictions on the 
individual and these were examined earlier. These however, are not 
insurmountable. Who surmounts them, and how, still seem to be a problem 
for psychologists and sociologists.
-27.
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How relevant are these American studies of identity foreclosure in 
lower class black adolescents in America for a consideration of the 
psychosocial development of black youth in Britain’s deprived inner 
cities? There is some American evidence that with the rise of the 
"black pride" movement in America, black adolescents no longer devalue 
themselves to the extent, and in the manner which affected a previous 
generation (Coopersmith, 1975)* But in many respects the situation in 
Britain with regard to black identity is similar to the American situation 
15 or 20 years ago. Blacks in Britain do not have a united movement which 
emphasizes black pride and black, achievement, and there is no clearly 
successful black middle class. Blacks in Britain suffer severe racial 
discrimination, especially in access to employment and housing (McIntosh 
and Smith, 1977)» &ftd the problem seems to be particularly severe among 
black school-leavers, amongst whom the unemployment rate is four times 
that in white school-leavers. Weinreich (1978) has replicated Hauser's 
American work on identity and identity foreclosure and identity of 
diffusion in England, and has shown that many black, adolescents do 
3uffcr from severe identity problems, in comparison with their advantaged, 
white peers. Whether recent movements of an aggressive and semi-political 
nature in which young blades take a leading role (as in Notting Hill) 
represent a reversal of this trend toward self-devaluation remains to be 
seen. For the young black child who, according to my research findings, 
already devalues his colour, ethnic group and indirectly himself, the 
path leading to identity foreclosure might eventually become his fate. 
Identity Types 
Positive and Negative
In Erikson's theory, every person's psychosocial identity contains 
positive and negative elements (Erikson, 1 9 6 5). The growing human being, 
throughout his childhood, is presented with negative prototypes (as by 
reward and punishment, parental example and by the community’s typology)
as well as with ideal ones. These are, of course, culturally related«,
Erikson adds that the individual is in fact warned not to become what he 
o:Pfcen had no intention of becoming, so that he can learn to anticipate 
what he must avoid. Thus, the positive identity is not static and is 
frequently in conflict with that past, which is to be lived down and by 
that possible future which is to be prevented. Studies of ethnic minority 
groups frequently show feelings of inferiority among their samples (see 
for example, Porter, i97^)• Erikson argues that the individual belonging 
to an oppressed and exploited minority and who is aware of the dominant 
cultural ideals but prevented from emulating them, is likely to fuse the 
negative images held up to him by the dominant majority with his own 
previously developed negative identity, (Erikson, 1955, P«155)*
Hauser (1971) describes negative identity as “the adolescent 
derivative of a failure to resolve the set of issues belonging to the 
developmental stage of conscience formation. It is the phase of ego 
development in which the conflicts between guilt and initiative become 
most prominent". Hauser’s idea in fact came from Erikson (1998) who 
argues that if guilt becomes predominant for the individual, the result 
is "a self-restriction which keeps an individual from living up to his 
inner capacities or to the powers of his imagination and feeling". This 
of course is the essence of identity foreclosure. Negative identity is, 
however, a specific type of identity foreclosure. It occurs where 
identity formation is prematurely arrested because of the individual’s 
commitment to that which could be termed ’alien* to him. He thus makes 
a more or less total choice, a single set of identifications, with the 
values of the despised, and may consider himself as hateful, and totally 
undesirable. Erikson sometimes refer to this identity pattern as a 
total commitment to role fixation" (Erikson, 1 9 6 8 ) .  He argues here that 
although the features of role fixation are most apparent at the adolescent 
stage, its genesis is in the oedipal stage of life: "... the display
(negative identity) ... has an obvious conneotion with earlier oonflict3 
between free initiative and oedipal guilt in infantile reality, fantasy 
and play ... the choice of a self-defeating role often remains the only 
acceptable form of initiative ... this in the form of a complete denial 
of ambition as the only possible way of totally avoiding guilt" (p. 1 8 4).
Erikson (1968) puts forward the view that one expression of negative 
identity is that of "snobbisin". He discusses forms of snobbism as a 
response to the danger of identity diffusion. This is more common among 
middle class adolescents who rely on largely parental attributes 
e.g. wealth, background, fame, to withdraw attention from their identity 
confusion.
Overall, if examined along a continuum of identity foreclosure, 
negative identity would represent the negative pole, and positive identity, 
or the 'preoocious genius1 or tpet' would represent the other.
Between these polar types would be found other valuations of identity fore­
closure i.e. varieties of 'inferiority* and 'superiority1. Positive 
identity thus represents a successful passage through the developmental 
stages, i.e. acquisition of the skill with which to face life and to 
"actualize" oneself as an adult. It is a part of what Searle (1972) 
terms 'true identity', a non-alienated, self-actualizing state of being. 
Exclusive and Inclusive
Erikson in "The Concept of Identity" (19^9), remarks that identity 
may also be exclusive or inclusive. Exclusive identity is based on a 
'totalism' "marked by the exclusion of foreign otherness". He gives as 
an example the transitory Nazi identity which failed to integrate 
historically-given identity elements "reaching instead for a pseudologic- 
perversion of history". Erikson also cites radical segregationism, in its 
recourse to an adjusted bible, and black Muslimism as counterparts of the 
above in America. Jamaican Rastafarianism may be another example of an 
exclusive identity with an unhistorical basis.
The alternative to an exclusive identity is the wholeness of a more 
inclusive identity. This has become a feature in many parts of the 
world, the struggle for more inolusive identities: "What has been a 
driving force in revolutions and reformations, in the founding of churches 
and in the building of empires has become a contemporaneous world-wide 
competition" (Erikson, 1969)* Eor blacks everywhere, this is for an 
African identity.
Conscious and Unconscious
Erikson (i9^9) puts forward the view that a 'sense of identity* 
has ^conscious as well as unconscious aspects. Conscious aspects imply 
experiencing "increased unity of the physical and mental, moral and 
sensual selves, and of a oneness in the way one experiences oneself and 
the way others 3eem to experience us". Thi3 process may also be visible • 
to others because of the individual's apparent unity and 'radiance of 
appearance'.
Erikson adds that the core of identity is at best 1 preconscious'•
Eor the most part it is repressed and is thus related to all those 
unconscious conflicts accessible only to the individual in dreams, or 
in flashes of insight.
Acquisition of an Identity
How does one reach a sense of self (or identity) that provides what 
Erikson (1968) calls "a feeling of being at home in one's body, a sense of 
'knowing where one is going’, and an inner assuredness of recognition 
from those who count"? Identity is neither fixed nor determined,as not 
only doe3 socialization into new roles mean adjustments in the way the 
individual feels about the self, but also moments of self-conscious 
introspection and increased responsiveness to the needs of others may in 
fact continue to interact with the self throughout life.
The above suggests that the process by which the individual comes to 
realise a sense of wholeness; continuity between past, present and future;
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and a sense of integration and continuity across various social conditions, 
is that of social interaction. This involves the individual talcing the 
role of tho other toward himself and taiding "the role of the 1 generalized 
other* (society) towards himself in a particularly self-conscious period"
/ \ c.(Kimmel, 1974). In essence this is/symbolic interaction* process which 
is central to G-. H. I/lead's theory of the development of the self. One 
extreme example of the symbolic interaction process involved in identity 
formation is what happens in sensitivity groups. Being a trained social 
worker, I was (and still am to some extent) subjected to using this feedback 
method of assessing the self one is presenting and the *role* one is 
playing. This method of providing feedback to one another is identical 
to talcing the attitude of others toward oneself (except that in a group 
situation this is made more explicit)•
Although taking the attitude of the other is crucial for the 
development and change of the self, we probably do not use this process 
very often in our everyday social interaction* It is most useful when one 
is trying to understand, define or examine the self; or in fact when the 
ordinary interaction process breaks down because others are not 
responding to the individual the way he expects them to. Mead (1934) 
argues that a sense of identity develops through the interaction with 
others with whom one shares * significant symbols*. (Significant symbols 
are defined by Kimmel (1974) as gestures, words etc. that "call up the 
same inner response in oneself that they call up in others"). In other 
words, identity is developed through the process of socialization. Much 
of this process as well as the learning of the significant symbols involved 
occurs according to the complex principles of learning theory such as the 
modification of behaviour on the basis of the consequences of that 
behaviour. However, Kimmel (1974) argues that this is not simply a 
passive process between the socializee and his community, but is part of 
the selective, innovative processes of the *1 * j there is always a
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complementary fitting together of the two agents, ideally maximizing the 
potentials of both.
In the early childhood years, a sense of identity is family bound 
since the child* s identity is his identity vis-a-vis other members of the 
family, i.e. his significant others aré his parents and siblings. By the 
age of three (see G-oodman, 1952j Porter, 1971? Milner, 1975), the 
consciousness of the self is coming into focus, and inseparable from it is 
the consciousness of others. The child becomes aware of himself by making 
comparisons and finding likenesses and differences. That is, he is 
trying to obtain a perspective of the world and this he does from his role 
within it at any one time. Of course, roles change depending on one's 
status within the social situation. For example, the child might take on 
the identity of a brother towards his siblings but that of a son in inter­
action with his parents. The child thus attains a notion of himself as 
enacting that role and this becomes a part of his identity.
A naive interpretation of this would be that the individual has as 
many identities a3 he has roles or attributes. But these are merely "the 
raw materials of his identity. At a given time, his identity is an 
abstraction from this mass of characteristics he possesses - a sample of 
them, on which a particular reality focusses. Any situation in which he 
finds himself has its own reality" (Miner, 1975). What is usually under­
stood. by identity becomes simply the notion of the self construed by the 
individual in M s  everyday reality. According to Miner (1975), it is 
construed from the small number of attributes wMch recur again and 
again in.the different realities he inhabits. These form the core of the 
self and give the individual a foundation of consistency throughout M s  
interactions.
All t M s  does not mean that evexyone who occupies a particular 
status or "social reality" (Miner, 1975) will have exactly the same 
identity. "Any one individual will arrive at a notion of M s  identity
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partly as a result of the pressure a particular reality exerts on him - 
in the ghetto, for example, 'race' will he a crucial aspect of identity 
for many people, figuring importantly and frequently in their experience 
with highly emotional overtones."
Morland (1966) in M s  comparison of race awareness in young northern 
and southern children in America, found that southern white cMldren had a 
greater ability to make racial distinctions than did northern wMte3 or 
negroes. Horowitz and Horowitz (1936) showed that the importance of the 
racial aspects of the cMld's identity was enhanced over and above even 
more fundamental ones such as sex, because of the pronounced intrusion of 
the 'race* issue into the child's social reality. These investigators, 
following a comparison of the importance of sex, age, race and socio­
economic status for the cMld, found on using three separate tests that 
there was "consistent, clear evidence that with the cMldren in these 
communities race is a more fundamental distinction than sex ... The general 
order of importance of these attributes appears to be race first, then 
sex, age and socio-economic status". Milner (1975) also points out that 
there are categories wMch are conceptually complex, but which nevertheless 
features very much in the identity of the child.- Although the Ulster 
cMld, for example, does not often know or understand the Mstorical, 
ecclesiastic or dogmatic issues between Protestantism and Catholicism, he 
daily demonstrates t M s  aspect of M s  identity within the streets.
Milner adds that for older members of such communities the importance 
of race or religion may have given way to other attributes which are more 
central to their notions of themselves. Other differences in identities 
are a result of different attributes which individuals possess and develop, 
their different experiences and differences in personality wMch produce 
vaiying emphases within identity. "Nevertheless, to the extent to w Mch 
people occupy similar realities in any given social situation, so will 
there be some consensus as to the importance of particular attributes, and 
some correspondence of identities" (Miner, 1 9 7 5 , p.4 8).
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The young child has very limited social experiences and as such, 
fewer selves* As he grows older, he incorporates his experiences outside 
of the family into who he is and what he hopes to become. All this time, 
however, his parents acting as significant others, interpret and evaluate 
all his behaviour according to established rules, and convey to him the 
qualities in himself which are appropriate to it. In the words of Rainwater 
(1 9 6 5)! "As the child tries on identities, announces them, the family sits 
as judge of his pretensions. Family members are both the most important 
judges and the most critical ones, since who he is allowed to become 
affects them in their own identity strivings more crucially than it affects 
anyone else. The child seeks a valid identity, a sense of being a 
particular person with a satisfactory degree of congruence betwwen who 
he feels he is, who he announces himself to be, and where he feels' 
society places him" (p.200). Thus, through his parents' appraisals, the 
child obtains an idea of his standing in terms of those qualities, i.e. a 
rudimentary sense of identity.
Some qualities such as age and sex are crucial in determining an 
acceptable form of behaviour. They also determine dress and treatment in 
different social contexts but these are usually of an expected kind.
They are thus important aspects of the child's identity.
As the child develops, emulation of and interaction-with significant 
others outside of the family becomes important for him. If for any reason 
this is lacking in the young person's experience, then such an individual 
might find it difficult to develop an adequate sense of identity in 
adolescence. An important example is Hauser's (1971) study of black 
adolescents. These boys lacked adequate role models, as not only did 
they find talents of possible models out of reach, but it appeared that 
the number of culturally available models gradually diminished over time. 
All through his experiences, the young person continues to be able to 
take the attitude of several others at once, and finally takes the
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attitude of the generalised other i.e. he is able to perceive how others 
in general (society) would react to him. When, after adolesoence, the 
child achieves the ability to think "abstractly' (Piaget, 1932), he 
would be able to take the attitude of this abstract generalized other.
This means that the individual is able to conceptualize situations that 
are not concretely present and is able to take a more objective view of 
his behaviour. His significant others expand from people immediately 
around him to people who are not present, such as historical figures, 
religious deities, or deceased parents and grandparents.
This ability to think abstractly in achieving a sense of identity 
continues through adulthood. Kimmel (1974) argues that the individual 
may base his central values and expectations for himself on the remembered 
or imagined expectations of these (not currently present) significant 
others. He adds that this may explain the. noted increase in religious 
fervor during adolescence.
The individual's social world continues to broaden as he gets older, 
but his sense of identity becomes more permanent. His 'I' has succeeded 
in bringing, a sense of consistency, continuity and wholeness out of the 
mass of 'mes' that others respond to in social interaction. White (1966.) 
suggests that the motivation for this process comes from striving for 
self-consistency and competence. It seems too that fully formed identity 
could not be possible without prior development of the intellectual 
mastery of abstract thought and the sexual maturation which occurs at 
puberty. Also, the rudimentary sense of the self (or sense of identity) 
felt prior to adolescence is, according to Kimmel (1974)» limited in 
abstractness, complexity and future orientation due to the absence of the 
ability to think in terms of possibilities i.e. Fiaget's stage of Formal 
Operations.
Kimmel (1974) takes the view that once one's identity is 
sufficiently developed so "that there is a core self that is uniquely
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one*s own self", then one can begin interacting with others without the 
fear of losing one's self in the other. That is, once there is a firm 
sense of 'I', the possibility of "an fI-Thou' or 'I-I' relationship 
becomes an enticing possibility". Up to the adolescent years the 
individual took the role of another toward himself to increase his under­
standing and perception of himself* Now in an intimate relationship he 
takes the attitude of the other for a better understanding of the other.'
It is clear then that identity formation is the result of the 
symbolic interaction process. I have discussed only one method so far, 
that of socialization, but will be examining the methods of direct and 
indirect tuition later in this chapter. I shall now attempt to clarity 
three aspects of the process of identity formation which are particularly 
salient and which may be explained by the symbolic interaction theory. 
Firstly, it is during a period of heightened self-consciousness and 
reflexive introspection that identity formation occurs. Mead (1934) in 
symbolic interaction theory does not use 'self-consciousness1 in the 
ordinary everyday sense. "It is the process by which the individual 
becomes aware of his self and is able to reflect on it". It occurs when 
one's self becomes an object to oneself and frequently happens when "the 
significant symbols one is using (or hearing) do not call up the same 
response in the other person that they call up in oneself; that is ... 
habituated responses, gestures and acts do not work in the present 
situation". For example, an individual may just have made an incorrect 
response in a social situation. He then spends some time in working out 
why his behaviour was misinterpreted by others and what else he did wrong. 
He lias one of two choices: (1) he may take the attitude of the others 
toward himself and try to see himself as they saw him; (2) he may look at 
himself as if he were another person and talk with himself in an intro­
spective fashion about the social interaction and the implications it may 
have for his self.
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Secondly, the *1' plays an integrative role in breaking down a 
wide range of "roles, social selves or me3 " (Kimmel, 1974) into a unified 
sense of self. Erikson (1968) points out "What the 'I1 reflects on when
it sees or contemplates the body, the personality, and the roles to which
it is attached for life - not knowing where it was before or will be
after - are the various selves which make up our composite Self".
' Thirdly, Kimmel (1974) argues that identity formation involves 
sensing a continuity between "past mes, present mes and future mes". This 
continuity and integration is the work of the "creative" 'I* which draws 
upon memory (for past mes), upon the view of oneself from the point of 
view of others (for present mes), and upon the view of one's possible 
future self from the point of view of others (for future mes).
By thé beginning of the adolescent years, the individual is able to 
take the attitude of others toward himself in complex and abstract ways.
He is also able to take the attitude of an abstract generalised others.
At the same time there is .intellectual and somatio development which 
allow the individual to interact with others in symbolic, complex terms, 
as an adult. The idea is to decide who one is, based on the responses of 
others to the various selves that the individual presents, and also on 
one's feelings about oneself. It is little wonder therefore that 
adolescents are often thought of as being "self-conscious" or that they 
place great emphasis on the responses of members of their peer group and 
that, according to Kimmel (1974), they at tintes seem overly conforming 
and at other times overly defiant.
The process is complex but by young adulthood, the individual comes 
to a sense of who he is. Tliis feeling is also reinforced by the people in 
his social reality who are important to him at that time. Kimmel (1974) 
adds "Part of this refinement comes about through progressive selection 
and limiting of the range of experience so that the developing sense of 
self is reaffirmed by one's experience (stepping outside that range of
38 o
experience i3 commonly called "culture 3hock"); however, one's sense of 
self is also broadened or reaffirmed by surprising encounters with 
different experiences. These experiences bring about renewed self- 
cons oiousne 33 which mny challenge the previous sense of continuity and 
integration or may solidify that sense by finding a fit between one's self 
and the new experience". However, Erikson in "The Concept of Identity" 
(1 9 6 5), points out: "A mature psychosocial identity presupposes a 
community of people whose traditional values become significant to the 
growing person even as his growth and his gifts assume relevance for them. 
Mere 'roles' which can be flayed' interchangeably are not sufficient; 
only an integration of roles which foster individual vitality within a 
vital trend in the existing or developing social order can support 
identities".
Role learning is only one method of depicting how attitudes to the 
self are acquired. However, there are three overlapping processes which 
are primarily responsible for this, the other two being direct and 
indirect tuition. For the first few years of the child's life, the 
parents are the sole determinants of right and wrong and through the 
provision of tangible rewards or punishment, may affect the child' 3 
feelings toward the self. The parents also act as role models for the 
child. Their behaviour acts as a form of indirect tuition. Here the 
children reproduce aspects of adult behaviour, including styles of 
behaviour, and attitudes to the self and others. As Sears (1957) points 
out, children of two years and older have a tendency to act in a number 
of ways like their parents. They adopt parental mannerisms, play 
parental roles, and in the later pre-school years seem to incorporate 
the value-systems, restrictions and ideals of the parents. In a sense, 
then, the child identifies with the parent: his identity reflects that of 
the parent, and the degree to which he copes successfully with the 
successive crises of identity formation described by Erikson may be 
influenced by the kind of model the parent provides for him.
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If the parent has a foreclosed or diffused identity, the psychological 
model he may offer to the ohild may be a we ale one. The presence (or the 
absence) of a weak father for example, may affect a male child’s identifica­
tion with the male role. Parents who, because of repressive forces in the 
external environment have weak identity formation may be unable to help 
their children to overcome identity crises exacerbated by the forces of 
racism in the wider society. Thus the effects of deprivation are trans­
mitted through generations, and the racist stereotypes held by the 
majority may indeed become self-confirming. This cycle of deprivation is 
vividly evoked by Arnoff's study (19^7) of identity development amongst 
cane cutters and fishermen in St. Kitts and in Jamaica. Using a model 
derived from Maslow's hierarchy of need systems, he shows that adults who 
fail to aotualize their potential are those whose various needs - for 
physiologioal gratification, safety, love and belongingness, and self­
esteem - have not been adequately fulfilled when they were children. But 
the resulting foreclosure of identity prevents, them from fulfilling the 
needs of their own children. Thus the cycle of deprivation remains unbroken«, 
Language and identity
A culture, said Erikson (19^3), should provide an early basis for 
the identity of a child, since he needs to feel that as he grows that there 
is a "structure of meaningful wider belongingness behind his relationship 
with himself and his family, some supporting social strength in which he 
can trust". Our culture is passed down through our language and to give 
an adequate sense of identity, that language must give us some confidence 
in ourselves.1 Searle (1973) points out that a man's language is the 
basio faotor determining M s  view of the world and of himself, and reflects 
a variety of socialization experiences: "His language translates M s  world 
to meaning ... If M s  language betrays Mm, M s  experience is deformed".
In wMte, British culture, along with many other European cultures, 
the colours black and white have traditionally had very strong evaluative
overtones. Some of the meanings and associations given to the word ‘black* 
in the Concise Oxford Dictionary (widely used in schools) are: deadly, 
sinister, wicked, hateful, dismal, threatening, implying disgrace or con­
demnation, discredited, corrupt. In British language, literature and art, 
‘white1 is conventionally used to depict good, pure things while ‘black* 
is used to denote evil and badness (cf. Bastide, 1967)* These usages (as 
will be shown in the analysis of the data on the Colour Meanings Test) may 
affect the way we think of objects with these colours, and perhaps even how 
we think about black and white people.
Bob Dixon in Catching them Young (1977) found that most Indo- 
European languages seem to follow a similar pattern to the above descrip­
tions. Eor.example, in Czech and Russian, the word3 for black and devil 
are similar. He has found such association even in the Chinese language.
One can find numerous illustrations of this colour-code at work in everyday 
speech. Those referring to disgrace include ‘black list*, ‘black mark*, 
‘black sheep’, ‘black books’. Those which have criminal connotations 
include ‘black mail’, ‘black maria'; and those referring to evil: ‘black 
arts’, 'black magic*. Those referring to death include: 'the black death', 
'the black flag*. Other associations such as ‘black leg', 'blackguard', 
and 'a black look* merely add to the negative picture which is.filled out 
by such phrases as 'the nigger in the wood pile'. Words associated with 
blackness such as 'dark', 'pitch', 'shadow* and 'night' and phrases and 
sayings based on them, have similar connotations.
Writers such as Morland (1966) and Williams (1974) in the field of 
colour coding and the evaluative meaning of colour, have sometimes put 
forward the idea that such a situation might have arisen (since there is 
evidence that this association, has occurred before racial contacts have 
taken place on a large scale) through the association between blackness 
and fear of darkness. This, however, does not rule out the possibility that 
real psychological damage may be oaused by this semi-con3cious racism
""'F '
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built in every language.' In Laing’s words ,fwe can be ourselves only in 
and through our world, and when our world speaks division and guilt to us 
through our language, then we are inevitably divided and guilty". (196^)*
Children's literature, e3peoi|lly that intended for young children, 
is particularly subtle in the way it might affect a child as it works more 
on a symbolic and unconscious level, (it Is difficult to combat the effects 
instilled in this way by argument as young children cannot cope with the 
necessary ideas). This will be examined in the final chapter. Bob Dixon 
(1 9 7 7) examines a number of types of children's literature which range from 
fairly realistic stories to outright fantasies, and which depict unconscious 
influences through, to open damage to the identity of the young black child 
in particular. He points out that the more real and. overt images are 
probably the least harmful, since the more the impact in symbolic terms, 
the more psychologically damaging it can be for the young impressionable 
ohild, black or white.
No nursery seems complete without at least one book from the Noddy 
series, and the nurseries I visited during my fieldwork are no exceptions.
One sohool of thought hold3 that the 'golliwog' is really a 'lovable' 
character, although Enid Blyton gives one little opportunity to develop 
any affection for him. No doubt when Florence Upton started her series in 
the 18 9 0s this was so, but there seems very little doubt that essentially, 
a golliwog is a doll with crudely stylised racial characteristics which 
are African in type, and that he belongs to the patronising and condescending 
category of racism whioh includes 'coons' and 'nigger' minstrels. Enid 
Blyton depicts golliwogs as being usually naughty, and a menace to Noddy 
with whom the child is obviously meant to identify. There is a vivid 
association of the golliwogs with fear and darkness and this manipulation 
of the emotions is backed up by rather large coloured illustrations of 
two villainous-looking golliwogs tearing all Noddy's clothes from him 
while two others watch all this performance with enormous smiles on their
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faces. 'Blaok deeds' have their rewards and so the story ends with the 
golliwogs having been caught, put in a sack and hampered off to prison by 
the policemen.
The above story leads me to a personal experience that Bob Dixon 
related. This incident happened while he was a supervisor of students.on 
teaching practice in North London.. For her English lesson with a group of 
eight-year-olds, the student placed six large pictures of faces on the 
blackboard and asked the children to imagine that these men were wanted by 
the police. Each child was to choose one picture and write a description 
of him so that he could be easily identified. It transpired that all the 
pictures were of black men and when confronted with the implications of 
this by her supervisor, the girl seemed unaware that she was indirectly 
associating blackness (and black men in particular) with criminality in 
the minds of the children.
Two references from Blyton's books confirm the association of golli­
wogs with fear and fear with black faces. The most outstanding one is 
found in "Five fall into Adventure" where'Anne, one of the five, wakes up 
in the night: "She felt for her torch and switched it on. The light fell 
on the window first and Anne saw something which gave her a terrible 
shock* ... Anne was trembling and Julian put his arm aroung her comfortingly. 
'What was this dreadful face like?1 he asked her ••• 'I didn't see much ...
It had nasty gleaming eyes, and it looked very dark - perhaps it was a 
black man’s face. Oh, I was frightened ... " Bob Dixon adds that the 
reference to a blackface is entirely gratuitous as there is not a black 
person in the book.
The kind of attitudes and values expressed in the sort of literature 
I have been considering so far could, without very much doubt, lead to 
self-rejection in the young black child and certain feelings about black 
people in the white child.
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In her first sbory in the book "The Three G-olliwogs", Blyton found it 
apt to name them 'G-olly* , 'Woggie* and 'Nigger'• The story opens "There 
were once three golliwogs who were most unhappy in the nursery cupboard. 
None of the other toys liked them, and nobody ever played with them, 
because their little mistress Angela didn't ldlke their black faces". It 
is noticeable that nine of her eleven stories are based on the mistaken 
identity of the golliwogs. (White people are notorious for their inability 
to distinguish blaok facesJ)
In Spring 1975, Noddy returned to the television screen but without 
the golliwogs. Ruth Boswell, the adaptor, admits to the nastiness of the 
original Noddy and hence tried to give him a better image. Also, in the 
edition published by Ffcin Books in 1973, the golliwogs' names were changed 
to 'Wiggie', 'Wollie' and 'Woggie'.
Stories like little Black Sambo are no exception to the effect 
which some types of literature can have on identity formation in the young 
child. When such warped concepts are presented through the powerful 
medium of literature and reinforced by the child's environment it is little 
wonder that teachers frequently mention that when asked to draw themselves, 
black children colour themselves incorrectly. Not only do blaok children 
rarely see pictures of black children like themselves in the books they 
generally read, but those they see are of Hauser's (1971) 'Sambo* type (see 
previous description in Hauser’s analysis earlier in this chapter). Bob 
Dixon (1977) remarks "At the very least the black child can find little 
within literature and little that's recognisable as her or his own culture. 
Looking into literature for such children is like looking into a mirror 
and either not seeing your face reflected back, or worse seeing a distorted 
mask".
Before leaving Little Black Sambo, it is interesting to point out 
what Bob Dixon found in a North London school. I find this very relevant 
as my data was collected in two schools in the same area. The school in
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question had put up a poster showing 'Little Blaok Sambo* and before 
long someone had written 'Sambo' under it. The school, with a sizeable 
black population, had had the usual trouble with the white children who 
were often overheard using the names 'blackie* and *wog'» Bob Dixon adds 
that if the children had been using the 'Adventure in Reading’ series 
published by O.U.P., they might possibly have read two stories by 
G-ertrude Keir, 'The Old Mill' and 'The Circus', in which a monkey called 
Sambo appears. It is not difficult to imagine what fun (or distress, 
according to ethnic group) linking of such events could have led to for 
some children, and of course, the detrimental effect this might have had 
on the black children. Dixon asks: "Isn't it by the constant and maybe 
sometimes ohance assembling of hosts of such details that racist attitudes 
are built up?" Sambo is a name normally applied to people of African 
race. Here it is applied to a monkey. If later these same children 
were watching the television series 'Love Thy Neighbour' they would have 
seen a similar kind of name-calling presented as entertainment.
The above discourse shows how possibly well-meaning people might be 
unconsciously providing for the young black child an identity that does 
not leave him at peace with himself.
Recently, particularly in the area of Primary education, a number of 
teachers have been concerned about the use of what is termed 'Jamaican 
English* in schools. Although most of the children involved have been 
born in this country, they identify- very much with the country of their 
parents' birth. At home, black parents (111031 of them from Jamaica) tend 
to speak in patois (the local dialect of Jamaica.) Young children not 
only find this fascinating, but it is a source of identification with 
what they would regard as their homeland. Because of this I would suspect 
that teadhers* efforts to ignore or treat as 'wrong' the use of this 
dialect, not only affects the child's identification with his parents, 
but in the long term ideas about his self and all that belongs to him.
VA strong, integrating common language gives the "social health" that 
Erikson (1958) speaks bout in- Childhood and Society,
The Jamaican psychologist, Godfrey Palmer (quoted by Searle, 1972) 
points to his own childhood and education in terms of the violent shift 
from one language standard to another, which the West Indian child had to 
undergo both as a person in his own country and a3 an immigrant to England* 
"Superimposed on his home-school conflict the child has the additional 
anxiety of being told that he doesn’t speak English. Unlike the educated 
West Indian who knows the difference between standard and plantation 
English, the West Indian immigrant ¿fand to some extent the child born 
in this country_7 cannot always see the difference. He becomes insecure 
and hurt when it is suggested that he doesn't speak English. His 
immediate reaction is one of confusion, suspicion and aggression to a 
statement, which, if true, deprives him of the feeling of belonging that 
a language confers".
Contrary to the expectation of many teachers in England, changing 
to standard English is not merely a tightening up of a few grammatical 
points, or the addition of a few words and phrases (Edwards, 1977). In 
the process, the identity of the child is threatened, and from feeling 
relaxed and possibly unaware of the linguistic alienation in his dialect, 
he becomes anxious to catch up his 'elaborated' white counterpart. Searle
(1 9 7 2) feels that this is enough to "tear open the identity of the child 
... Such pressure of alien language and culture on a West Indian child 
will often persuade him to throw aside his dialect and sense of 
linguistic belongingness, be ashamed of his island, his past, his skin, • 
liis hair and his folklore, and frantically and dividedly chase after the 
new elaborated standards of the second-hand modernity of the white man's 
compensations: the white skin, the acquisitive life and the divided self". 
He adds that when children have a common language that is held to be an 
inferior one, or a language whose own words and images divide the child
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from himself, speak against his skin and assert M s  own subservience, then 
that same language becomes the destroyed of M s  identity. In R. D. Laing's 
words "the choice of syntax and vocabulary are political acts that define 
and circumscribe the manner in w M c h  ‘'facts’* are to be experienced ... '* 
Another situation with regard to language wMch may exist both for 
the black and wMte cMld presents itself in terms of class rather than 
colour, Bernstein (197J?) has shown how a version of language, be it 
1restricted1 or 'elaborated*, tends to affect the educational chances and 
lives of children. He suggests that cM.ldren who move from the 
'restricted' to the 'elaborated' code might be restless in their search 
for belonging. In the v/ords of Searle (1972) "they are moving worlds, 
changing identities". .
Language and Identity; The Jamaican Experience
"You know Frankie, I begin to feel that what is wrong with my books 
is not me, but the language I use. You know in English, black is a damn 
bad word. You talk of a black deed. How then can I write in this 
language?" These are the words of 1 BlackwMt©', the black writer in 
V. S. Naipaul's story 'A Flag on the Island*. These words could have oomo. 
out of someono in Jamaica, particularly at this time when even the 
G-overnment is somewhat committed to 'the black cause' and the Jamaican's 
links with Africa. T M s  writer's indignation is understandable as it is 
obvious that M s  identity is suffering through M s  use of an 'enslaving* 
language.
>
In Jamaica, the language tends to divide itself around two standards; 
(t) the local, dialect - 'colourful* and associated with work, folklore 
and easy communication. Like the dialects in many other West Indian 
islands, it is often a language of growth and spontaneous creativity, the 
language of identity and belongingness which gives one a sense of being 
in his own world; (2) the 'Queen's English' - that used by 'the aspiring 
black man* and the type demanded in educational institutions.
One extreme would be to argue that for the Jamaican to use standard 
English whether at home or in England would be to alienate himself from his 
world and to divide himself from the meanings of his words. Searle (1972), 
himself a white man, argues that when the black man begins to talk of a 
white man's language in a black man's world, then he exists between "two 
ontologies". He quotes Uerek Walcott, a St. Lucian poet who said that such 
a person is; "Schizophrenic, wrenched by two styles, and the two styles are 
two languages, two worlds, two value systems, two opposing political 
stances, two skins. To change from one language to another is to change 
life itself: to change your language, you must change your life".
The sociologist Katrin Fitzherbert (mentioned in Searle, 1972) 
explains how the need for the double language standard15* brings its 
divisions in the West Indian society as well as in the psyche of the child; 
"The syllabus is the crux of the matter, especially as it is in standard 
English and the children speak a dialect at home ... The whole West Indian 
educational system is borrowed from England ... a working class child has 
very little chance of being a 3Uocess in the wide society through academio 
achievements, since it is demanded of him to excel in terms of a language 
and culture he only partially understands".
In spite of the negativism that has pervaded the foregoing account, 
we can hypothesize that many black families can manage to avoid the destruc­
tive identity imputations of 'black' and manage to maintain solidarity 
against such assaults from the world around them. It is possible for 
children in such families to grow up with a proper sense of being # black 
and a personal identity that prepares them for successful participation in 
the wider society. It is interesting to note in this respect that Bagley,
* Dennis Craig (1 9 7 2) points out that 'patois' or Creole is a language 
in its own right, with a largely West African syntax, and a combination 
of English, Spanish, French, Dutch and African vocabulary. This 
language was a black cultural creation, impenetrable by the slavemasters, 
and a language which gave the enslaved some cultural dignity, and 
cultural identity.
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Bart and Wong (1977) in a taxonomic analysis of data on achievement, 
ethnic self-esteem, and parental background in 150 black t  en-yoar-olds in 
London schools identified a group of children with high self-esteem, 
strong parental support, and successful academic achievement. By contrast, 
children with poor achievement were alienated from school, had poor ethnic 
self-esteem, came from relatively disadvantaged homes. Noteworthy too, 
such children came from homes which tended to be monolingual, with parents 
speaking Creole rather than Standard English.
Racial Identification
"It is  . . .  possible that certain societies crdate, or contribute to 
what might be called a 'generic1 outgroup attitude" (Tajfel et a l . 197"0*
The converse is  then that the individual learns to behave appropriately 
towards lxis 'ingroup', that is ,  he feels a certain kind of solidarity with 
people like Mmself. TMs sim ilarity or identification may be based on 
any attribute - sex, colour, behaviour, etc. Learning to make correct 
self-identification is  among the number of identifications the young cMld 
has to make as he grows up. Yet, for some oMldren, particularly those 
who are black, this is  not simple as there is a good deal of ego-involvement 
necessary in the process and th is varies with the social setting. I t  can 
in fact involve a blow to the ego and consequent self-doubt. (Clark and 
Clark, 1950). Racial s elf-identification then, fa lls  witMn the in ter- 
actionist theory of self-development. The reality  of the implications of 
colour is  inescapable in many societies in wMch the black cMld finds 
Mmself. I t  thus makes the development of racial identification an 
integral part of Ms to ta l development of se lf. As Seward (1956) suggests 
" . . .  colour is  inherent in the concept of 's e l f '.  As awareness of se lf  
emerges, i t  emerges in a race-conscious social context wMch assigns values 
to the perception of colour". Both Cooley (1910) and Mead (1934) emphasize 
that self-consciousness and self-feeling develop from interaction with 
others. Cooley's analysis is  in terms of the "looking-glass self" wMle
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Mead*s analysis takes'the form of the "me” (the expectations absorbed 
from others) and the "I" (the dynamic aspect of the self which oarries 
out the expectations)•
The pre-school and early primary school years, that is ages three to 
seven, are usually recognized as a crucial period in the growth and 
differentiation of the child*s feelings about himself and feelings towards 
those who are ethnically different (Allport, 1958; Proshansly, 1966). I t  
is  during th is time that the child works towards understanding his 
environment, categorising objects, people and events in order to respond 
to them appropriately. He becomes increasingly aware of racial differences 
and learns labels and emotional responses associated with various ethnic 
groups, including his own.
There are, as Proshans3<y and Newton (1973) have stressed, two basic 
processes involved in the development of racial identification - (1) racial 
conception; (2) racial evaluation. 'Racial conception* is  concerned with 
when and how the child learns to make racial distinctions at a conceptual 
level. 'Racial evaluation*, on the other hand, deals with when and how 
the ohild evaluates his own racial group membership. Both these prooesses 
develop together, that is the child learns 'who he is* at the same time 
that he learns to value 'who he is*. The sum of these two processes is  
the to ta l process of racial identification.
Racial Conception
For the black child 'blackness' links him with a l l  other individuals 
who have the same defining features and as he grows he has to learn the 
general nature of Ms racial category. TMs means not only learning that 
he is different in colour to those who are white but what being black 
means in a multiracial setting, as others label and identify him in these 
terms. Thus identification with one's own group should be a natural 
process, a part of growing up, forming the nexus of the child 's emerging 
se lf identity.
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Investigators of the phenomenon of 'rac ia l awareness1 such as 
Goodman (1952) and Norland (1958) suggest that i t  is  during the fourth and 
f if th  years that there is the greatest increase in racial awareness.
However, these writers show that the ability  to make racial distinctions 
becomes apparent at about the age of three in both black and white children. 
This ab ility  increases steadily with age and at about six years, most 
children are able to make these identifications accurately. Goodman 
points out that children f i r s t  see the meat oonspicuous features and 
differences between people and they base their classifications on these.
Most of the children she studied made such classifications whether the 
objects under consideration were dolls, piotured people or real people.
She relates the case of A-year~old Norman and Sam where Norman teasingly 
asked his teacher, "What colour are you?*'. Sam heard the question and 
answered for her - "Shea's brown". Norman agreed. "She's brown and I'm 
brown." Goodman remarks that this was more than simple description as 
Mrs. D. was considerably browner than Norman. Sam added "Yes, and I'm 
brown too", and proceeded to describe a number of children and teachers, 
not a l l  of whom were in his class, labelling them "white", "brown" or 
"coloured". Goodman adds too that hair form as well as skin colour is  a 
feature of interest but is a secondary basis for classification. Children 
do not always label the resulting groups as adults would but i t  is  clear 
that the distinctions are based on 'ra c ia l' attributes.
Studies by Hartley et al (1948) and Radke et al (1949) show that 
membership of an ethnic minority may be a predisposing factor in early 
development of ethnic awareness. Radke et al found that Jewish children, 
aged five to nine, were more aware of the ir group membership and identified 
more strongly with their own ethnic group than Catholic or Protestant 
children. Porter (1971) suggests that black children should be more 
aware of race than whites are because race is a more highly salient 
matter for them (p025). Bruno Lasker in Race Attitudes in Children (19^
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suggested that black children have a greater realization of racial differ­
ences than white children, and Ruth Horowitz (1939) demonstrated this 
process empirically., Goodman1 s findings among her four-year-olds were as 
follows: 13% blacks and 15/v whites with ’Low Awareness'; blacks and 
<oV/o whites with ' Medium Awareness' ; and l\0% blacks and 2l$o whites with 
'High Awareness’ of their own and others' racial characteristics, Morland. 
(1963) found that northern blacks tended to have slightly (though not 
significantly) greater recognition ab ility  than northern whites. On the 
other hand both he and Stevenson and Stewart (1958) found that southern 
whites are more cognizant of race than their black counterparts. More 
recently Porter (1971) reported greater correct racial awareness among 
'desegregated' Boston black children, but less accurate identification 
among lower class desegregated black children.
Several explanations have been put forward for these contradictory 
findings. Morland (1 9&3) claims that, since southern white children are in 
constant contact with black domestics they have a greater chance of 
noticing racial differences than southern blacks, (The fact that both 
Morland and Stevenson used white interviewers may have affected the 
validity of their results in a segregated southern school). I t has also 
been suggested that white children in the South compared with those in the 
North are more sensitive to racial issues because of the more explicit 
code in the area of black-white.relationships (Watson, 1973). I t  is fe lt 
too that southern black children are less willing than their northern 
counterparts to put the ir knowledge of racial differences into words.
British findings are fewor in number, but have pointed to a pattern 
of racial identification in young black children wliich is  generally 
negative in nature (Pushkin, 1973; Milner, 1975). This evidence will be 
reviewed in detail in a la te r  chapter.
Racial awareness is only one stage in the black child 's achievement 
of 'rac ia l conception'. According to Watson (1973), "To attain  a rac ia l
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conception, the child must not only have the ability  to make racial 
distinctions, but he must be able to elevate these distinctions to the 
level of a general conception of the meaning of the terms ’Negro1 ¿/"blaokj/ 
and ’white*. He must understand and be able to use terms to relate as 
well as distinguish among people.”
Racial Evaluation
The black child does not learn about racial distinctions in a 
vacuum. As a member of a minority group, these racial distinctions cariy 
emotional overtones for him. Pie acquires value-laden racial labels and 
popular stereotypes? with which to describe his own and other racial 
groups. Like the white child he is socialised to associate black with 
’bad’ , ’d ir ty ', ’ugly’ , and white with 'good', ' clean ', 'n ic e '. These 
emotionally charged descriptions and judgments serve to establish the 
white group as being superior (see paragraphs on 'Identity and Language* 
earlier in chapter)•
Although different techniques such as drawings, doll play, picture 
tests and playmate selection have been used to measure racial evaluation,
i
the results of these studies have largely been consistent. Except for 
the results of G-reenwald and Oppenheim ( 1 9 6 8 ) ,  the empirical evidence has 
suggested that given a choice, the young black child in America would 
rather identify himself with the white group. In other words, he does not 
like being black because of the evaluative meaning of blaclaiess. As 
Watson (1973) puts i t :  "Does the Negro ¿^ ""blackJ  child like being Negro 
¿/"blacky7? . . .  the answer to this question ranges from a qualified to 
an emphatic 'no '."
Greenwald and Oppenheim's study is  the only study carried out in 
America before 1970, which does not show negative identification in young 
blacks. Their study was reported in 1968, a period during which black 
consciousness and the notion of 'Black is  beautiful' was beginning to be 
in the forefront of the minds of members of many black families. This
may have influenced the results obtained. Also, these investigators 
introduced a "mulatto'’ doll into their te s t instead of using simply a 
black and a white doll. Under these conditions, only 1 3$ of black children 
identified with the white doll. They thus argued that the results of other 
studies on black misidentification are artifac ts of the procedure. They 
found that 58$ of black children as well as 23% of whites identified with 
the mulatto doll. As his subjects were only three years old, many bf them 
may not have been able to discriminate effectively between the mulatto 
and the white doll.
Researchers such as Clark and Clark (1947); Radke and Trager (1 950); 
Landreth and Johnson (1953); Goodman (1952); Stevenson and Stewart (1958); 
Morland (19.82), found that i f  asked to choose between a white and a black 
doll, the majority of three- to seven-year-olds of both races chose the 
white one. Morland in his study of 407 young children, found that while 
only 10fo of white children preferred to play with children of ’the other 
race ', 60% of black children chose to do so. In contrast, 72$ of white 
and only 18$ of black children preferred playmates of their own race.
More recently Porter (1971) found that black children in Boston 
tended to identify with the white group more readily than with their own 
group, while the white children continued to identify with their own 
’•kind1. However, Porter is emphatic that the groups should be looked at,
not just en bloc, but according to .variables such as class, contact,
shade of skin colour (for blacks), and sex, as these solely or in in ter­
action do affect* identification with the child’s own group,
Williams and Morland (1978) report that their Euro- and Afro-American 
pre-schoolers in America behave differently on racial sim ilarity (racial 
identification) tasks. Euro-American pre-schoolers identified quite strongly 
with the Euro figures while the Afro-Americans tended to divide their 
choices more evenly between Afro and Euro figures. Eor example, when 
asked to make a response to the figure that ’looks like me’ , 47$ of the
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Afro children made a Euro choice, 41$ an Afro choice and 12$ were unclear*
On the PRAM 11 racial attitude task, the results of the Afro children 
showed a 52$ pro-Euro bias and only 12$ pro-Afro bias* Williams and 
Norland add, however, that although their findings indicate that a large 
number of Afro pre-schoolers have not yet identified themselves as 
belonging to a dark-skinned group, the Afro child may not be "putting down 
h i3 racial group"; he may be quite oblivious to the whole matter of "his 
race" and reacting only in terms of a general pro-light-skinned bias 
and/or "pro-Euro messages which he has picked up from the culture". I t  is  
noticeable that the racial sim ilarity choices for the Afro-American child 
change in the direction of correct self-identification during the early 
years in a multiracial public school. However, although the black child 
correctly identified himself as black, as he grew older, he s t i l l  tended 
to evaluate black figures negatively (Williams and Morland, 1978).
Clark and Clark (1947)> Porter (1971) and other investigators in 
th is area would argue that the black child 's strong emotional identification 
with the white group is indicative not only of preference for th is group, 
but also a rejection of and hostility  toward his own racial group. They 
argue thus because they feel that this reaction is in many ways inevitable. 
From very early on in his l ife ,  the black child (in most societies in 
which he is  in the minority) absorbs the cultural norms and opinions 
about his group, and consequently understands the opportunities (or lack 
of them) open to him in the future.* I t  is no wonder then that the black
subjects in a ll these studies tended to identify with the group for whom
'the going is  good'. Both Goodman (1952) and Horowitz (1939) have 
suggested that a wish-fulfilment mechanism is operating for some of the 
black ohildren. Clark and Clark (1950) have also used this interpretation 
of wish-fulfilment and argue: "the child . . .  knows that he must be
* An 8-year-old black child, chughter of a friend of mine, came horn from
school in tears because, she saicj, "I won't be able to go to university 
because I'm black."
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identified with something that is  being rejected, and. something that he, 
himself, rejects . . .  Many nogro children attempt to resolve thi3 profound 
conflict either through wishful thinking or by seeking some form of 
escape from a situation which focuses this conflict for them“.
Stevenson and Stewart (1958) studied a group of three- to five-year- 
old American children and found that black children tended to see other 
children of their own race as aggressive, bad and those “whom other 
children fear“, more often than white children'viewed other whites in this 
light. Also, both black and white children more readily picked whites as 
'winners in a game*.
Watson (1973) shows where “the young child*3 learning is  not confined 
to behavioural stereotypes of blacks." He also learns about the reality  
of the black person's existence: his inferior housing, his limited oppor­
tunities for achievement, his low status, and his treatment from the 
larger society“. Radke and Trager (1950) asked five- to eight-year-old 
children to choose a 'good* or 'poor* house for the white and black doll
respectively. They found that B2fo of the white children and 6 7fo of the
blacks gave the 'poor* house to the black doll. 7T/° of the whites and 
60fo of the black children gave the 'good* house to the white doll. This
could simply be interpreted as both black and white children displaying
their conception of the differing standards of living between the two 
groups in the wider society. However, Radke and Trager add: “For many 
of the children, concepts and feelings about race extend into adult world 
distinctions of status, ab ility , character, occupations and economic 
circumstances. Social distinctions made by whites which put Negroes in 
an inferior status tend to.be accepted as 'natural' or 'in ev itab le '.“ 
Although Radke and Trager were writing in 1950 about America, there are 
grounds for supposing that such processes apply to black children living 
in Britain today.
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The two aspects of racial identification, rac ia l conception and 
racial evaluation, are cleardy illustra ted  in the Clarks’ study of 1950.
They*found that the black child’s conflicts over his racial identification 
is evident when he not only has to say which racial group he belongs to , 
but the one he would like to be a member of« The Clarks gave 160 five-, six- 
and seven-year-old Northern and Southern black chiMren a colouring task 
in which the child was told "Colour th is l i t t l e  boy (or girl) the colour 
you are". Results showed that in contrast with other measures of racial 
identity, 80$ of the 5~year~old children correctly identified themselves 
on the basis of their own skin colour. This correct identification 
increased with age in that 85$ of the six-year-olds and 97^ of the seven- 
year-olds identified correctly«.
In the second part of the investigation the children were asked to 
colour the l i t t l e  boy(girl) "the colour you like l i t t l e  boys (girls) to be". 
The Clarks found that only USP/o coloured the picture brown or black while 
36$ coloured him yellow or white. The remaining subjects made irrelevant 
responses. Almost twice as many children from the South as from the North 
chose to colour the child brown or black and i t  was noticeable that a 
decrease in the use of brown occurred from the five- to seven-year-old 
children* The investigators observed that the discrepancy between the 
child’s rea lis tic  identification and Ms indifference to Ms skin colour 
"introduces a fundamental conflict . . .  of the ego structure • ..  and many 
of these cMldren attempt to resolve tMs . . .  conflict either through 
wishful thinking or phantasy" (1950)* She adds that these phenomena of 
"self-hatred" and "self-rejection" are the reflection of society's 
relegation of blacks to an "inferior and humiliating status".
Over the last decade there have been several investigations which 
have closely followed the Clark paradigm - one has been done in the "deep 
South" for example; another has investigated the dynamics of skin oolour 
and "misidentifigation" (G-reenwald and Oppenheim, 1958); and two that
have directly oompared the Clark’s sample in the North and Midwest with 
contemporary blaok cliildren. I t  is  noteworthy that the apparent improve­
ment in the attitudes of black children towards themselves have been 
paralleled by a marked reduction in the amount of prejudice which whites 
display towards blacks in America (Brigham and Weissbach, 1972)»
G-regor and McPherson (1964) found in their sample of six- and seven- 
year-old black and white children from the "deep South" a greater own-race 
identification, than in the subjects studied by Clark and Clark (1950). 
Crooks (cited in Watson, 1973), administered the Clark questions to four- 
and five-year-old black children attending segregated and integrated 
nursery schools in Halifax, Nova Scotia. He found that the overall 
number of own-race identification did not differ significantly to that 
found in the Clarks’ sample.
Pox and Jordan (1973) investigated a sample of 1,374 five-, six- 
and seven-year-old cliildren attending schools in five boroughs of New York. 
Among this sample were 3^0 black children. The investigators' findings 
indicated a significant and consistent reversal of the evaluation pattern 
in the Clarks' study. A comparable magnitude of racial 'awareness' was 
present among both groups, those of the Clarks, and those of Pox and . 
Jordan. When black and white children attending integrated schools as 
well as children within each colour classification were compared according 
to skin shade, the results pointed significantly to positive evaluation of 
their own group. Light-skinned children in Pox's study made more own-race 
identification choices while medium and dark-skinned children made fewer 
extra-race identification than children that Clark and Clark studied some 
twenty years earlier. Also, significantly more four-year-olds in the Pox 
sample-made positive own-race identifications than those in the Clark study 
although the six- and seven-year-olds in both samples responded in a 
similar way. Like the Williams and Morland study (1976) Pox’s findings 
indicate that racial identification appears to be unaffected by age. -
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Overall then, contemporary black Northern children in the U.S.A. 
display significantly more positive identification with their own race 
than their counterparts in previous decades. The absence of an inorease 
in racial awareness shows that this increased positive identification with 
the black child’s own race is not due to racial awareness per se but on 
increased desire to be a member of that group. About expressed what 
Fox considered to be a 1 concordance' between their racial preference and 
their identification choices. One-third of the black children not only 
identified with their own race but showed a preference for members of that 
race. Other children identified with the ir own race but showed a 
preference for members of other races. Fox remarks that i t  is this group 
who can be seen as manifesting the ’’white is positive, black is negative 
, (W+B-)" of Williams and Norland (197^) or the self rejection phenomenon of 
Goodman (1952) and Horowitz (i 939)• Four per cent of the black children 
showed both extra-race preference and. identification. This too can be 
indication of ’’self-rejection” as there is  neither identification with nor 
preference for the child’s own group. Fox points out, however, that ligh t-' 
skinned children accounted for half of those with this pattern of response 
so that the reality  of what the light-skinned child looked like was not as 
discrepant with his choice as i t  was for the other black ohildren. A 
fourth pattern was of high own-race preference but identification with the 
’other1 race. Nine per cent of the black children displayed this choice, 
but again a sizeable proportion of this number were light skinned and the 
result might indicate their perception of the closest physical match to 
theirs.
In sum then, identification with one’s own group is a ’normal’ 
pattern. Over the la s t th irty  years there has been an increase in own-race 
preference and identification among young black children in America. 
Although British studies in this area have shown l i t t l e  change in this 
direction, I would think that with a growing sense of ’black’ pride among
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second generation blacks, there will be a significant increase in own 
group identification among young black children.
Conclusions
The essence of the argument in th is chapter i 3 that living in a 
racist society creates a number of distinct problems for the identity of 
the black child. He has to cope with the racist values of the majority 
society which are transmitted through language and cultural symbols at 
every stage of his socialization. Children, including black children, 
learn of the salience of their ethnic categories by the age of three, 
and internalize views of the acceptability or otherwise of their ethnic 
characteristics at that age of three or four. Knowledge of ethnic 
differences is  accompanied by a knowledge of the evaluations wliich 
society places on those differences. Of ben too, the minority group child 
internalizes to a greater or lesser degree the negative evaluations of 
blackness which society transmits. Herein are the roots of certain 
identity problems, which the child has to cope with as he grows older.
The child’s evaluation of himself as a member of a minority group is also 
intimately linked to his self-concept and self-esteem.
As I tried  to show in Chapter 1, ‘se lf’ .is an essential component 
of identity, and i t  is  to a consideration of the-nature of self-concept 
and self-esteem that I turn nexb.
SELF-CONCEPT AND SELF-ESTEEM
Self-Concept and Self-Esteem in Multiracial Societies
Self-Esteem as a Social Construct
Relationships Between Identity, Self-Concept and 
Self-Esteem
CHAPTER 3.
SELF-CONGE FT AND SELF-ESTEEM •
" . . .  i t  seems . . .  that one of the individual’s 
most basic and continuing needs is  for a 
self-image that is  essentially positive"
- Newcomb et al (1965)
Self-Concept and Self-Esteem
Life in a multiracial society affects not only the attitudes and 
behaviour of minority group members toward the standard set by the 
dominant society, but also the responses to themselves and their groups. 
The way one looks upon himself is  a product of his social experience with 
others. The nature of that experience effectively conditions the basic 
ego structure which is  the central core of the se lf. This way of looking 
at one’s se lf is  defined by Coopersmith (196?) thus: "Self concepts are 
symbols that blend together the enormous number of varied perceptions; 
memories and prior experiences that are salient in the personal life  of 
the individual. This concept of one's se lf  . . .  is  formed by the 
individual, and represents an organization of separate experiences into 
some pattern that provides meaning and order in his inner world". He 
emphasises that although the terms self concept and se lf esteem are 
sometimes used interchangeably, they refer to markedly different phenomena 
"Self concept is the symbol or image' which the person has formed out of 
his personal experiences while se lf  esteem is the person's evaluation 
of that image".
One's concept of the s e lf  is  in it ia lly  influenced by certain basic 
characteristics such as one's age, sex, colour, caste and in some cases, 
religion. These 'ascribed' characteristics impose upon the person's 
choice of others with whom he interacts and thus influence his answers to 
the questions: Who am I? What am I like as a person?. Thus the answers 
to these questions come not in isolation from the society as a whole, but 
to a great extent in relation to the individual's position in the social
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structure. 'Position' and 'structure ' as used here are important variables 
in that they are the phenomena to be examined when the 's e lf  concept' is  
being investigated. Social structure exists before the person is  born and 
constitutes the inilieu into which he or she is thrust. This social struc­
ture consists of individuals with certain beliefs , ideas and knowledge and 
thus each person has to see others as objects which must be taken into 
account in his or her conduct. (Berger et al (1966) discusses how people 
(as objects) influence what a person thinks of himself, i .e .  certain 
'objects' have certain meanings).
Before we can make an assessment of a child 's self concept then, we 
must know his world of 'objects* and the social arrangements of the 
family and community into which he is born. This includes beliefs and 
values found in the family, attitudes towards the child at school, among 
his peers e tc ., a ll  of which are influenced by his position in the social 
structures, whether he is black or white, rich or poor, urban or rural, 
and in such areas where i t  mayi.bo salient, whether he is  Catholic or 
Protestant.*
The social structure influences self ooncept in many ways. The 
images people form of others serve as objects of aspiration for their own 
conduct. In both conscious and unconscious ways, people present them­
selves in various situations so as to exhibit the qualities and character­
is tic s  they value, and hopefully would be valued by others. Hewitt (1976) 
points out that the impact of social structure on this process is  con­
siderable in that the qualities and characteristics desired by the 
individual are to be found in others with whom the person is often 
constrained to interact and the valued attributes of others are themselves 
a factual, objective part of the world so far as the child is  concerned.
He adds: "The adjustment of conduct - which is  what the presentation of
* bee Berger, P, et  a l (1966), The Social Construction of Reality, for 
discussion of the experience of society as an objective rea lity 0
self is  basically about - is  always to a specific set of others and a 
particular set of standards of evaluation, and these are a pre-existing 
part of the world, at least as far as much childhood experience is  concerned". 
Of course, as the child grows older he comes to find out that the stan­
dards by which people evaluate each other are mere human creations and 
that people in other areas and societies hold different views. I t  is  then 
that some of the most important constraints on the adjustment of the 
child 's conduct come into play.
In a complex society, 'objects' or significant others might be 
numerous and indeed present the child with conflicting values. This 
comes to the fore very much when the child starts school where the teacher's 
qualities conflict with those of the parents• This may prove problematic 
for the child not only by imposing limitations on the development of se lf  
concept but on what Hewitt (1976) (reflecting G-offman) calls "impression 
management" - how to live up to parental images and at the same time show 
qualities valued by outsiders whom the child may have to please i f  his 
goals are to be achieved. Indeed a "bifurcation of the social worlds 
and of the self" juight resu lt.
Conceptions of the self thus vary according to ideal conceptions of 
what the person ought to be; these vary according to racial, class and 
other differentiations. The self-concepts which emerge within particular 
ethnic groups are not necessarily influenced just by beliefs and values 
within the group i ts e lf ;  they may emerge through the particular contrasts 
between one's own ethnio group and the 'others' (outsiders) that the 
members of the group choose to emphasize, (or which are forced on a group).
To be black therefore is  not simply to live up to a set of images of what 
blacks ought to be like, as defined by blades, but also to avoid (or 
perhaps emulate in a subordinate fashion) certain qualities and beliefs r  
which are presumed to be characteristic of whites.
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Of course not a l l  limitations on the development of self concept 
comes as a result of contrasts between familial and 'o ther’ standards. 
Within the family i ts e lf ,  parental expectations may not be clear or indeed 
may be too high, and in trying to adjust his conduct the child flounders 
in anxiety and uncertainty. Sometimes the cliild is  confronted with images 
he just cannot emulate, and at other times he cannot arrange his' ’se lf’ 
to adjust to the expectations of others. For example, where race is  
salient in distinguishing and evaluating people, no presentation of the 
self can hide, that fact. In a case such as this alteration of behaviour 
is  probably irrelevant to the judgment others make.
What avenues are open to individual’s whose self-presentations make 
a l i t t l e  or no difference to the way others view him? [Firstly, the 
individual is  free to regard the others as 'insignificant’ and their 
evaluations as irrelevant. However, there are limits to how often and 
how many he can define as significant or otherwise, since there are some 
people whose opinions the individual cannot forever ignore, even i f  their 
evaluations are painful. These opinions continue to have an impact on the 
conception of the self as they continue to raise doubts where there were 
none before, for example, the child may regard his teacher as an 
'insignificant other', but that teacher's appraisals have raised doubts 
about his competence and th is doubt may affect his se lf concept long 
after he has le ft school0 On other occasions the individual with a posi­
tive self concept may be in constant contact with others who do not share 
with him the image he has of himself. They are a constant reminder of the 
low esteem in which he is  held not only by them but others whom he might 
not yet have encountered.
Positive self concept (that is , positive identity, and good self­
esteem) depends on constant reaffirmation of the image one hopes one is 
putting forward. Thus i f  one continues to define the evaluations of more 
and more people as insignificant, then the circle of others with whom one
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usually associates is  reduced« As Hans Gorth and Co Wright Mills have 
indicated, "The avoidance of intei'action with negative others loads to a 
retreat to a circle of confirming intimate others". As such an individual 
goes through life  he finds only a small circle of confirming others in 
whose company a positive se lf concept is  realised. To the other extreme, 
he may retreat into private fantasy where no real others are encountered 
except imagined others who give nothing but positive appraisals.
Hewitt (1976) points out that apart from adjusting to images of 
'specific* others, he has to be aware of a set of generalised expectations. 
"In any particular situation the person attends not just to his or her 
position in the network of roles that mark that occasion, but also to his 
or her "position" more generally in the "social structure" of the society 
as a whole, which transcends the particular situation".
As pointed out before, many of the child's earliest and most 
important feeling and attitudes about himself are developed within the 
family. Proshansky and Newton (1973) argue that for the black child in 
America the development of positive feelings toward the se lf could be very 
d ifficu lt because of the general feeling of resentment, anger and hopeless­
ness that surrounds the ohild. The parents may in fact use the child for 
purposes of their own ego enhancement. As will be shown la ter, however, 
the fate of the black child whether in America or in England is  not 
entirely a lost one because of the development of group pride among blacks 
generally. Even during the time when Rroshanslcy and Newton made the ir 
review of the lite ra tu re , some parents were able to provide a strong 
supportive atmosphere for their children which helped to foster attitudes 
of se lf  worth. As the Ausubels (1958) remark; " . . .  the consequences of 
membership in a stigmatised minority group can be cushioned in part by a 
foundation of in trinsic self-esteem established in the home". Pettigrew 
(1964*) comes to a similar conclusion.
There are too, social class differences in family life  and. attitudes 
towards the dominant society among blacks in America. This of course lias 
d ifferential consequences for the self concept of the black child. For 
the slum child, studies by Rainwater (1966), Pettigrew (1964), and Drake 
(1965) depict a defeatist attitude towards the self. Rainwater suggests 
that for most children growing up involves developing feelings of mastery 
and competence over the environment, but for the slum child, th is process 
is  reversed. Such a child learns what he cannot do, about the d ifficulties 
of achieving his aims and about the fu tili ty  of even trying.
The Ausubels (1958) show how the lower class child (black or white) 
is  given morefreedom outside of the home, thus decreasing the influence 
and impact of the parents. Socialization is  then transferred in part to 
the peer group, and they argue that this in i ts e lf  may be seen as a search 
for status and self esteem. Children from middle olass families derive 
their status and self worth largely from their parents' place and 
achievements in society.
Wherever the black family find3 i ts e lf  in an oppressed minority 
position, there appears to be less than positive feelings of self worth 
among male members of the family. Because of discrimination in employment 
in England for example (McIntosh and Smith, 1975), the black head of the 
household is  often unable to fu lf il  his role as breadwinner within the 
family. He develops a poor image of the self and as the conditions within 
the dominant society improves very l i t t l e  in the family's favour, the son 
eventually treads his fa ther's  footsteps.
I t  is  implied from a ll  of the above that because of the racist 
nature of many of the societies in which the black family finds its e lf , 
there is  very l i t t l e  hope of i t s  members developing a positive self image. 
But researchers need to examine more fully the many black families which 
both accept their group membership, and whose members derive positive 
feeling of the self from being a member of that group.
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How is the self concept of the young child determined? First of a ll
i t  is  important to point out the differing ways in which the ' feeling
about one's se lf' is  expressed. The terms range from self, self inage,
self-identity,' self-concept, through to se lf regard; with each investigator
claiming that each concept envelops a greater part of the personality, or
the to ta l being. A good deal of work has been done on the self concept
of the adolescent, but very l i t t l e  attention has been paid to measuring
the se lf  concept of the young child aged between four and seven or eight0
Coll'er (1971) made an assessment of the instruments generally used and 
b
concluded that they were of l i t t l e  use with young children. In 1973,
Rosen lis ted  only ten devices for measuring self concept in children•below 
the age of seven years. Barber (1975) points out that many of these 
devices may be attempting to oversimplify a very complex construct.
Walker (1973) for example mentions that devices for measuring socio- 
emotional states such as se lf concept require that " . . .  the major 
theoretical questions and issues (be) answered witliin a comprehensive 
theory of socio-emotional development . . .  "
Many techniques for measuring self concept have not been based on 
observational techniques of interaction, which though ideally necessary, 
are d ifficu lt to carry out (Rist, 1970 and 1975). Researchers interested 
in black identity and self concept have tended to investigate this in 
'black-white* terms; but other researchers such as Samuels (1973) show 
that social class is a more important variable than race in determining 
black self concept. Coopersmith in an a rtic le  in Race and Education across 
Cultures (1975) ed. by Verraa and Bagley, points out that in addition to a 
global s e lf  concept, individuals form more specific se lf  concepts that are 
more limited and particu laristic . Thus in investigating or describing 
black self concept there needs to be a distinction between the global 
and the more particu laristic  self inage. I t  is  worth noting that i t  has 
not yet been empirically shown whether certain basic attributes such as
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sex, race or size are so salient tliat they affect a l l  aspects of the self 
concept. Investigators such as Clark and Clark (1947), Kardiner and 
Ovesey (1951), Nobles (1973), would argue that race is  an inherent part of 
the experience of every black American. On the other hand, Rosenberg 
(1973) suggests that the black person is  generally more acutely aware of
his blackness when he is  among whites than when he is  among blacks.
Along with Simmons he shows that the se lf image of black boys in a
segregated setting is  in fact more favourable than that found among their
white counterparts. Bagley, Mallick and Verma (1978) review British 
evidence which points to the same conclusion.
I t  would appear, then that the child’s view of hi3 environment and 
of his place in i t  determinos his reactions and Ms behaviour and in turn 
other people’s attitudes towards Mm which indirectly affects the image 
he comes to have of Mmself. To understand the cMld's concept of
Mmself then, we need to look at the whole cMld and study every facet
of Ms behaviour. Yamamoto (1973) points out that the human being attempts 
to be fundamentally consistent in Ms behaviour, and although environmental 
conditions as well as some temporary internal state might influence 
responses, a consistent behaviour is  maintained i f  the observer is  acute 
enough to interpret the meaning of behaviour accurately. Yamamoto adds 
that because self image is  a concept and not a concrete entity, itfer 
appraisal can be accomplished only b3f observing the 'behaviour wMch allows 
insight into ’the system* which determines that behaviour. "In other words 
self concept per se cannot be directly measured".
Basically, as the cMld experiences Ms own body interacting with
the environment, he develops an image of what he is  like. Beatty (1969) 
indicates that the young cMld reacts directly to Ms feelings rather than 
to sopMsticated interpretations of Ms feelings. As he grows, he begins 
to see Ms feelings and reactions in terms of what impact they have on 
others around Mm. lie adds "further development stems from the feeling
component generated in past encounters. The child indeed becomes what he 
thinks he is ."  I f  environmental factors distort th is rea lity  then a 
poor se lf concept w ill resu lt.
Self Esteem as a Social Construct
Z iller (1972) describes se lf esteem as "a cognitive orientation of 
the self in relation to significant others along an evaluative dimension 
chosen by the evaluator himself"; that is ,  the individual’s perception of 
his worth.
Cooley (1902) was the f i r s t  to investigate the notion of self 
esteem which he then investigated using the metaphor of the "looking 
glass", describing the basic character and source of the images of them­
selves people see reflected in others: "A se lf idea . . .  seems to have 
three principal elements; the imagination of our appearance to the other 
person; the imagination of his judgment of that appearance; and some 
sort of self-feeling, such as pride or mortification". In short, what 
happens in interaction is that the individual forms certain images of 
the other, imagines what the other person thinks of him and in this 
light thinks good or bad about himself accordingly, Hewitt (1976) terms 
tliis 'situated self esteem'. ’Cumulative self esteem' reflec ts aspects 
of both positive and negative judgments about the se lf made on the basis 
of the imagined judgments of others during experiences with situated self 
esteem. Repeated negative se lf judgments will eventually lead to an 
overall negative view of the self while positive views of the self will 
lead to positive self esteem. An inferior view of the self will lead to 
what Harry Stack Sullivan ca lls  "customarily low self esteem",
Hewitt (1976) argues that one's feeling of se lf worth is  not only 
a product of situated self esteem, but i t  is  in fadt brought by the 
individual to each new situation of social interaction. As a result i t  
is  a 'motivational' state and thus affects the way the individual becomes 
sensitive to others and the judgments they are presumed to make,, This
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situation is  best explained by looking at the sensitiv ities produced by 
low se lf esteem«
The individual with low se lf esteem has a tendency (the ' I '  in 
operation) to perceive others in  a positive ligh t, with attributes which 
are desirable, good, and worthy.* This fa irly  inevitably results in the 
individual interacting with the 1 other1 in such a way as to allow him to 
be more worthy than himself. I f  for example, blacks are forced to interact 
in inferior positions compared with whites, a particular type of situated 
self-esteem may resu lt. I t  is  important however, to note that people with 
low self esteem do not necessarily always express positive views of others, 
nor that his negative feeling w ill be reinforced. Hewitt suggests that as 
people impulsively form positive images of others they become aware of 
their own responses, "the 'I* becomes a lMe,n and this awareness puts the 
responses partly under control. The individual generally makes one of 
three responses: (1) rationalising imagined failuresj (2) attacking others;
(3) resolving to excel in the desirable qualities he sees in others but 
which are.lacking in himself.
The last possibility is  interesting in that the young black child of 
the future in Britain ha3 this alternative i f  the race relations situation 
improves. I f  images of others come to be objects of aspiration as well 
as standards of .judgment, then with more positive images (in employment, 
housing, education) within the black community, the child will be 
encouraged to form a similar image in himself. As Hewitt (1976) remarks, 
"People may, indeed, seek to present themselves to others in ways that live 
up to desired images". The young black child might even seek to bolster 
his se lf esteem by consciously acting in ways in particular situations 
that w ill ensure high situated self esteem.
* Rosenberg, M. (1965) shows empirically how people with very low self 
esteem seem sensitive to and overly concerned about the judgments 
of others.
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So far in the discussion the emphasis has been on one aspect of the 
motivational implication of self esteem - its influence upon the images, 
the individual forms of others which in the end affects their situated 
self esteem and conduct. Because of low self esteem there is an unconscious 
tendency in the individual to form positive images of the * other*. These 
images, consciously (through for example ’aping1) or unconsciously, 
become objects of aspiration and consequently, behaviour is oriented 
toward these images.
One other relational aspect of self esteem is anxiety - a . state of 
apprehension and psychic tension. Becker (1971) argues that one of the 
functions of se lf  esteem is  to give the ego a steady buffer against 
anxiety. The development of se lf esteem i 3 functional for avoiding 
anxiety. One would expect then that the individuals who have not managed 
to develop adequate self esteem would be anxious persons. Anxiety is 
quite a familiar experience with most people. Even individuals with what 
could be termed high or adequate self esteem have periods of uncertainty, 
threat, danger, fatigue, pressure. These occasions in themselves are quite' 
useful, aiding the person’s adjustment to a potentially threatening 
situation.
Wilson (1973) posits a different causal chain. His argument is
ethat anxiety proneness (which he sees as a genetic tra it)  leads to • 
feelings of insecurity and poor self esteem. Like Becker’s theory, th is 
analysis sees anxiety and low self esteem as two separate phenomenon, 
although the empirical evidence show them to be positively correlated. A 
similar argument is put forward in Epstein’s (1973) theoiy of the self.
A third explanation is that se lf esteem and anxiety are effectively 
the same thing, that is  poor self esteem (as in Coopersmith*s theory, 19&7) 
is  merely anxiety in context. In a study of 183 11- and 1 2-year olds in a 
Southern High School (England), Bagley and Evan-Wong (1967) found a 
correlation of —.655 (with the sexes combined) between the Castaneda scale
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which measures manifest anxiety, and the Coopersmith scale which measures 
soIf esteem. There is a great deal of sim ilarity between many of the items 
on. the Castaneda Measure of Anxiety and the Coopersmith scales, indicating 
that both poor self esteem and anxiety were conceptualised by the 
researchers in similar ways. I t  is  noteworthy too that some investigators 
of self esteem use measures of. anxiety as checks of validity (see 
Rosenberg and Simmons, 1972)# Many and Many (1975) compared general 
anxiety, test anxiety and scores on the Coopersmith Self Esteem Inventory 
in 4,3£>7 to 14-year-old American students, and found the three to be 
strongly intercorrelated. The Manys concluded: 1 . . .  the implications tend 
to support the possibility of reducing anxiety in elementary and junior 
high school age children by enhancing the way in wliich these children see 
themselves”.
Morris Rosenberg (1965) provides empirical support for the relation­
ship between low se lf  esteem and anxiety. He found that low levels of 
se lf esteem were related to more frequent reports of psychosomatic 
symptoms such as nervousness, insomnia, sweaty hands, fingernail biting.
Deutsh ( i960) in his study of 11-year-olds found that the black 
children in particular were affected by lowered self esteem. As a result 
they were also more passive, morose and fearful. Lowered self esteem 
among black children in America has also been shown by Butts (1963), and 
confirmation of the whole picture of low self esteem and anxiety has been 
demonstrated by Palermo (1959) who showed that black children experience 
more.anxiety than whites; Mussen (1953) too showed that black children see 
the world as more threatening and hostile than do their white counterparts. 
I t  must be noted that these studies were carried out before the growth of 
'Black Consciousness1 in America in the 1960s.
Anxiety as a motivational state is  interesting in i ts e lf . Eor 
individuals with low self esteem i t  would appear that the motivational 
results work in opposing directions. On the one hand, through anxiety (or
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low se lf esteem) the individual is  motivated to behaviour thab resembles 
that which he sees in others. On the other hand, because of anxiety he 
is  unable to present his se lf  in a way that leads to positive images. I f  
the anxiety state becomes somewhat acute, i t  might make i t  d ifficu lt for 
the person to act in ways that would present a favourable se lf  to others. 
As Harry Stack Sullivan puts i t :  "the individual with low self esteem 
finds i t  d ifficu lt to manifest good feeling toward another person".
Anxiety can be particularly destructive in that i t  makes i t  d ifficu lt for 
the person to show appreciation for the other person's qualities even 
though the person wants to emulate them. I t  probably interferes with 
accurate role-talcing as well. The individual with low se lf esteem seems 
caught between the longing to be like others whose qualities he admires 
and the inability  to realise that aim. He has the tendency (possibly 
caused by anxiety) to be compelled to be responsive to a wide variety 
of others and this might lead to inconsistency and even greater anxiety.
Of course, not many people have absolutely low self esteem, nor do 
others have very high self esteem. The norm appears to be to have high 
enough se lf esteem to keep anxiety from having a paralysing influence but 
low' enough to make the individual responsive to others' evaluation, and 
not insulate the person from the appraisals of others. As Ziller (1972) 
remarks: "High self esteem is  associated with the integration of the 
environment". In th is way the individual is less subject.to environmental 
contingencies than his low esteem counterpart. In Witkins' (1962) terms, 
th is individual is  less fie ld  dependent and is  less inclined towards 
osoillation and inconsistencies. "Low self esteem is  associated with 
short term adaptation and inconsistency, whereas high self esteem is  
associated with long term adaptation". The learning theorist would argue 
that people with high se lf  esteem exercise stimulus control and are able 
to be selective about stimuli to wliich they will and will not attend.
In this way one can avoid becoming a victim of his environment, from
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another point of view, high s e lf  esteem may he similar to Mowrer's (1959) 
concept of "hope", while low se lf  esteem may he similar to "fear".
Z iller (1972) examined the relationship between consistency and 
self esteem and purport that se lf esteem may also be a function of self 
reinforcement. In this approach, se lf evaluation is  seen as providing a 
mediating link between previous socialization and a person's tendency to 
administer self reinforcement (Kanfer and Marston, 1963). Here i t  is  
assumed that the child who knows how to successfully manipulate his 
environment is  frequently supported by his parents. In the socialization 
process the child comes to adopt the point of view of the parents and 
gradually learns to substitute self reinforcement for parental reinforce­
ment. In itia lly  he identifies with the parents and reinforces himself on 
occasions similar to those when he has been supported by his parents.
As the child gets older and as his independence increases, i t  is  his self, 
concept rather than parental se lf concept that begins to serve as a 
meaningful and reliable model for the reinforcement process.
Relationships Between Identity. Self-Concept and Self -Esteem
In reviewing the litera tu re  in this area, one frequently meet3 a 
confusing use of terms - a positive "briar patch" of terminology, as 
Hewitt (1976) calls i t .  The terms 'id en tity ', 'self-concept', 's e lf-  
image', 'self-evaluation ', and 'self-worth' are often used, sometimes 
interchangeably, but sometimes to imply different aspects of personality 
and personal functioning in social situations. Often self-concept is 
used to imply both cognition (knowledge of se lf  characteristics) and 
emotional appraisal of those self characteristics. In the pro00ding 
review I have frequently had to use the terminology of the, original 
authors in order to convey properly the meaning of their studies.
Identity-is clearly related to self-concept and self-esteem. As we 
saw in Chapter 1 , Identity has both cognitive (knowledge) and affective 
(evaluation) aspeots, and these two aspects are related to self-concept
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and self-esteem respectively, I prefer to use the concept G-lobal Identity 
as the highest order concept, involving both self-concept and self-esteem 
in an integrated whole. Within global identity are the parts of the self, 
related to one another in particular configuration's representing varying 
degrees of ego integration. The degree and type of integration at any 
point in time depends on the degree to which the various developmental 
crises in Erikson's scheme (outlined in figure 1, in Chapter. 1) have been 
solved, and the degree to which the parallel need3 outlined by Maslow 
(e.g. for love and belongingness, and for self-esteem) have been met. The 
term global identity is  equivalent to the notion of global self-concept 
outlined by Coopersmith (1975) which I referred to at the beginning of 
th is chapter.
The hypothetical relationships of identity, self-esteem and self- 
concept are sketched in figure 2.1. Cognitive identity is  composed of 
both cultural identity (usually possessed by ethnic minorities and which 
was stressed by freud) and personal identity (stressed by William James). 
Ethnic minorities, of course, have both personal and cultural identity. 
Indeed, the problem for ethnic group members is to have, within a global 
identity, an adequate balance of personal and cultural identity, combined 
with positive evaluation of those aspects of identity, in combination 
again with a degree of mastery over environment, and self-actualization,
I have used the term General Self Concept as a lower level concept 
which refers to knowledge of one's self characteristics as seen by others, 
and acceptance of the evaluations placed on those se lf  characteristics by 
other people with whom one interacts. Hewitt (1976) distinguishes between 
situations (current interactions) and biographies (the sum to ta l of 
internalized evaluations of the self) which make up the individual's 
current self-appraisal, self-worth, or self-esteem. Self-esteem is  often 
dependent on the situation in which the individual finds himself, but 
there is also evidence to show that the older an individual gets, the more
EIGIJPE 2*1
Ite la tio n sh ip s  of Id e n t i ty  ancl A spects o f th e  Self*
Global Identity or the Global Self Concept
(the parts of the se lf, related to one another in particular configurations 
representing vaiying degrees of ego integration, and differing degrees of 
success in the resolution of Erikson's life -c rises, or fulfilment of 
Maslow’s life~stage needs)
Cognitive Identity or Self Identity* ) Emotional Identity or Self Image
(knowledge of oneself as a member of 
a group; or as a particular person)
T
Cultural Identity Personal Identity
t
General .Self Concept 
 1__________
(an affective component representing 
an individual’s sense of personal 
and cultural belongingness, 
meaningfulness, and sense of 
worth)
/h
t
f —
Self Concept
(knowledge of se lf characteristics, 
becoming more accurate or,salient — 
with age)
— . — .—
Self Esteem
(evaluation of self characteristics, 
becoming more salient, integrated 
and persistent through prolonged 
and complex interaction with 
others)
t  T T
Situated Self Esteem
(Evaluation of the se lf in 
various situations).
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identity stages he has passed, the more complex his biography and the 
range of others he has interacted with, the more persistent'a particular 
style of self-evaluation will be.
Many studies illu s tra te  th is , For example, Boshier (1972) fed 
falsely high or low marks to a group of students. Those known through 
previous testing to have poor self-esteem reacted to high marks with 
pessimism, assuming that there had been a mistake or a random fluctuation; 
likewise, those with previously high self-esteem were untroubled by low 
marks. Only those in the middle range of self-esteem reacted with 
increased or reduced self-esteem to the kind of marks given to them.
Of course, for th is new level of self-esteem to persist i t  would have to 
be confirmed over a long period of time not only in the academic situation 
but also in other spheres, of interaction as well. This sometimes happens 
when individuals are "labelled" (e.g. when they are sent to prison or 
mental hospital). In the new institu tion their identity is  stripped (as 
G-offman, 19^2) describes in it^jm his classic work Asylums) and a new 
Identity, based on prolonged and debasing interactions whioh give the 
individual a new, and degraded view of themselves. (Sohur, 1971). Some 
individuals survive th is kind of experience; their identity  is  too firmly 
rooted to be shaken or destroyed in th is way. I t  is  important to stress 
that each individual has a unique identity, a unique configuration of 
knowledge about se lf, and evaluation of se lf characteristics based on 
interaction with others (a unique set of significant others some of whom 
he has chosen and some of whom he lias had imposed upon him). He is 
unique too in the way in which he has solved his successive identity 
choices at various stages of development. This uniqueness of identity 
is  close to the uniqueness Of each human personality stressed by Allport 
(1963)» Allport defined personality as, "the dynamic organisation within 
the individual of those psychophysioal systems that determine his 
chatacteristic behavior and thought" (p.28). According to Allport,
personality.is a consciously developing, goal-oriented insightful 
individuality that changes and develops at various stages of one’s l i f e .  
Tills concept is  very similar to that of global identity or global se lf- 
concept. Allport (1968) illu stra te s  th is  well in his discussion of the 
individual psychological development of William James. Allport argued 
that a l l  psychology should ultimately oorne back to the study of the unique 
individuals in what he described as the morphogenic study of personality 
and persons. The richest and most important source of data about a person, 
Allport suggests, is  that individual’s own self-knowledge. He is here 
clearly referring to the global identity or personality of the individual, 
and he notes that in fact many studies of ’self-concept’ are based on 
general and lower dimensions of personality (1968, p.83).
There is  an interesting analogy between the different types of 
intelligence, and various levels of identity and self-esteem. Intelligence 
refers to the "true" but probably unmeasurable intelligence of a person; 
intelligence B is  the intelligence that various psychometric tests may 
measure; and intelligence C is  the effective intelligence the individual 
uses in solving eveiyday problems (Vernon, 1969). G-lobal identity is  
analogous to "IntelligenceA", an important higher-order concept which 
directly influences many other aspects of personal functioning, but is  
extremely d ifficult to measure in direct or global terms. Analogously 
to "Intelligence B", G-eneral Self-concept, is  the operational aspeot of 
personal identity, and is  measured in a variety of direct and indirect 
ways. Levels of self-esteem are also inferred in a variety of ways, and 
from a variety of types of interaction or of descriptions of se lf­
characteristics.
Perhaps a person’s global identity can be measured by knowing how 
he construes himself and the world in various complex ways. Attempts 
have been made to measure these "personal constructs" (Kelly, 19/'<y; 
Bannister and Fransella, i 971) and i t  is  noteworthy that Hauser (1971)
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and Weinreich (1978) have used adaptations of personal construct 
methodology to measure global identity. Weinreich has shown that level 
of self-esteem is  part of a more complex identity struoture, and in some 
black adolescents in Britain a high level of self-esteem is not matohed by 
other aspects of identity integration. Somewhat similar conclusions are 
reached by Hunt and Hunt (1977) 3-n the ir reanalysis of the data from the 
Rosenberg and Simmons (1972) study of black American adolescents. Self­
esteem is  part 'of identity structure; good self-esteem is  a necessary but 
not a sufficient condition of an adequate identity. What is  important is  
the way in which global identity integrates both past and present 
experiences and views of the se lf.in  a satisfactory, ongoing sta te , as 
Erikson describes in his ego-theory which I outlined in Chapter 1.
I t  is  important to stress that identity is a developmental concept. 
Identity and identity problems change-as the individual gets older and 
experiences "crises” associated with biological, social and role changes.
For the young child of three, the cognitive idea of himself as separate 
from others has emerged; he is  learning too how he differs from others.
The evidence indicates that knowledge of one's ethnic status is salient 
t r a i t  which develops early. Such knowledge of ethnic or racial status is 
particularly marked in young children in minority groups, such as blacks in 
America. The child learns through a variety of interactions with others 
how to evaluate lois self characteristics (which those same interactions 
have taught him are important or salient). For the young child, evaluations 
of self-characteristios are relatively uncrystallized and are highly 
dependent on the situation in which he finds himself (cf. Figure 1.1).
Thus findings from doll studies showing that young children negatively 
evaluate figures like themselves and effectively devalue their self 
characteristics may be expressing attitudes which reflect a particular 
situation, rather than an embedded characteristic of the self. Negative 
feelings towards one’s ethnic characteristics a3 a young ohild do not
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necessarily predict poor self-esteem in la te r years. But they do imply 
problems for the developing identity, for previous negative views of the 
se lf have to be resolved and incorporated with a new identity. I t  is  the 
strength of that identity resolution, not the actual level of self-esteem 
which is  of overriding importance in the adolescent years and beyond.
I t  is  important to remember too, that in adult years self-actualization 
will probably involve a fu ll, mature appraisal of self characteristics.
Such a mature individual might well have a somewhat lower level of self- 
regard than would a less secure individual, for whom expressed self-esteem 
lias some e go-defensive function.
Hewitt (1976) in trying to integrate the concepts of self and identity 
develops a complex, 12-variable model (p.81) in which he distinguishes 
between (1) "situated self" (the self reacting in particular situations) 
and (2) "biograpliical self" (the se lf as.the sum,total of previous in ter­
actions). The person is  an object both to (3) himself, and to (4) others. 
Within each of four ceils created by the interaction of the four aspects 
of the self there is  a hiérarchy of identity, self-image and self-esteem. ‘ . 
Thig. hierarchy is  quite similar to the one I have developed in Figure 2.1, 
but I should stress that my schema is an original one, and certainly should 
not be regarded as definitive in any way. Indeed, a reading of Hewitt, 
who re lies strongly on G-eorge Mead's theory of symbolic interaction, 
suggests that the matter is  very complex. Hewitt poses the following set 
of questions:
"The person is  thus a complex reality  - an enduring object as well 
as one constituted from moment to moment, an object of his own acts and 
those of others, an object involved in social relationships, with attributed 
characteristics and with a sense of worth. To introduce order into th is 
rea lity , we must pay attention particularly to the relationships between 
the situated and biographical aspects of the person. How are situated 
self-esteem, self-image, and identity related to situated social identity,
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situated images, and situated esboem? How does esteem influence situated 
self-esteem, and self-esteem?11 (Howitt, 1976, p.82).
The answers to these questions are not known; and indeed, they 
may not even he relevant questions. Hewitt’s model may be unduly 
scholastic. What we can oonclude with confidence is  that self-esteem is 
crucially important in individual functioning, and that global identity 
is  an overriding concept in which self-esteem is subsumed.
MEASURING SELF-CONCEPT AND SELF-ESTEEM IN YOUNG CHILDREN
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MlilASURING SBLF-CONCKF.i' MD S NLF-ESTENM IN YOUNG CHILDREN
"This crayon is brown. 1*11 take pink because I like 
pink. I t ’s a lighter color, and i t ’s better than a l l  
the rest. Myself’s not pink."
- Gregory, Negro, 5 years old.
Quoted from Porter (1970
Conceptually, self-concept and self-esteem are d is tin c t Self- 
concept concerns the cognitive appraisal of oneself, the knowledge that 
one is a boy, and lias characteristics such a3 race which are similar to 
some and different from others. Self-esteem concerns the affective, or 
emotional appraisal of the se lf , the degree to which one evaluates posi­
tively or negatively the characteristics one knows one has. In practice, 
both in popular and in academic language self-concept is  used in te r­
changeably with self-esteem. In this use, self-concept implies both 
knowledge about oneself, and evaluation of oneself. Identity too is  often 
used interchangeably with both self-concept and self-esteem. As we noted ■ 
above, identity too has cognitive and affective elements, but the term 
identity :i.3 most often used to imply a negative or positive identification 
with the group to which one is  presumed to belong.
The young child experiences his own body interacting with the 
environment and as he does so, he begins to develop an image of what he 
is like (Beatty, 19^9)« This self concept and associated self-esteem 
continues to develop as the child grows older and begins to see his feelings 
and reactions in terms of their impact on those around him. I t  is clear 
then that se lf  concept develops during one’s interaction with others and 
30 to be appraised successfully should be 'done in this context. In other 
words, se lf concept per se cannot be directly measured, as i t  is a concept 
and not a concrete entity.
Many investigators would admit to the complexity of the phenomenon' 
and the difficulty of finding an instrument with which to measure how the 
child feels about himself on a deep personal level. Ihnding an instrument
for the young child that does not require a substantial level of cognitive 
and verbal skills is  very d ifficu lt. Any tool has to bo sensitive enough 
to unaover the meaning of se lf  image, yet uncomplicated enough to be under­
stood by the p re-litera te  child. There has been a tendency in many studies, 
even with an older age group, to use white, male, middle class results as 
the norm and to argue that any deviation above the norm is  due to "defence 
mechanisms" or "ego-inflation mechanisms" (McDill, 1966). In th is way many 
investigators have reached negative conclusions in the face of positive 
findings\
for ease and clarity , techniques for measuring self concept will be 
divided into formal and informal categories. Formal methods include those 
which provide background knowledge and responses with which a future 
sample may be compared} that is the child is being compared with his peers. 
Informal techniques do not purport to yield normative datajand rely on more 
subjective methods such as observation, conversation, etc. However, 
Bourisseau (1972) remarks that any assessment of the se lf  concept does 
have subjective overtones and i t  is  currently based on theoretical projeo- ' 
tions as much as on empirical data.
Formal Techniques
The most common type of formal technique used among pre-literate 
children consists of projective tests in which the child is asked to draw 
a picture, te l l  a story or dramatize a situation. Here the child 
unconsciously selects the most salient values, emotions and behaviour in 
his l ife  experience. There is  no clear direction within the task 3et for 
the child and so he is  forced to draw on his inner resources. In this 
way there is  a greater degree of s e lf  projection than is  the case with 
tests and inventories. Van Lennep (1951) describes projection as "all 
kinds of utterances and expressions of the subject as far as these are 
personal and not decided by the rules of his society". Anderson (1951) 
on the other hand, feels that a person is  projecting when painful (for hi3
ego to admit) personal tra its  or desires are ascribed to another person.
He continues to argue that since projection is  an unconscious mechanism, i t  
is  not communicated to others; neither is i t  recognised as an act of projec­
tion by the individual himself.
Figure drawings as a measure of the se lf image appear to be the most 
popular of the projective techniques. However, i t  is  better suited to 
children in a clin ical setting, since any interpretation of such a measure 
without adequate knowledge of personality dynamics and developmental 
sequence could be dangerous or indeed useless. In th is te st the child is 
asked to draw a man (G-oodenough, 1926) or a person, or himself. No other 
instruction is  given -  for example, as to where the figure is to be placed 
in relation to the paper. Macliover (1951) argues that “underlying the 
drawing techniques is  the wide and basic assumption that personality 
develops not in a vacuum but through the movement, feeling and thinking of 
a specific body." In other words, the figure drawing is  a representation 
of the self, or body in i t s  environment. Several drawings over a period 
of time would be more useful in arriving at an image of the se lf, rather 
than one single drawing at one point in time.
The scoring for a test such as the ’House-Tree-Person* test is  based 
either on psychoanalytic interpretation in which socio-cultural factors 
do not play an important part (lviachover, 1951), or drawing as an 
expression, of intellectual capacity (G-oodenough, 1926). A child with 
general feelings of inadequacy usually draws a very small figure. He sees 
himself as of l i t t l e  consequence and feels lost in his environment. Some 
children feel l i t t l e  attaclimertt with their environment and a figure that 
is slanted on the page, giving a drifting or floating effect, is  said to 
be symbolic of th is state. Large drawings, touching the top and bottom of 
the page, are often produced by the child who feels hemmed in and/or 
threatened by his environment; he is fenced in, unable to expand, a 
situation found in many authoritarian families.
The head, usually drawn f i r s t  and given the greatest amount of 
attention, is  symbolic of "social needs and responsiveness" (Bourisseau,
1972), The head contains the necessities for communication. Thu3 a dis­
proportionately large head is  usually drawn by the child for whom the head 
has some significance, such as an underachiever or a mentally retarded 
child. The general facial expression reflects the emotional tone of the 
drawing. Feelings of happiness, sadness, frustration and hostility  are 
usually reflected in a smiling face, a sad mouth, a bewildered expression, 
a face with prominent nostrils and clearly defined teeth, respectively.
I t  should be noted, however, that* in a society such as our3 where open 
expression of hostility  and aggression is  not acceptable, there might be 
some differences In the observable behaviour and the drawings of the child. 
Sometimes these feelings may be revealed in art work or story telling .
The eyes, hands, feet and mouth are said to be the main points of 
contact with the environment. Very few children before the age of seven 
will include a ll these details. Usually, the inclusion of certain details 
at an early age is  indicative of an emotional impact involving that 
particular part of the body. For example, Bourisseau (1972) found that 
ears were included in the drawings of deaf children below the age of eight, 
the age at which ears usually appeared in drawings. Another child of seven 
years depicted knees, in his drawing, and i t  was la ter discovered that the 
child had recently suffered a serious knee injury.
The drawing of the ’striv ing 1 child is  usually found near the top of 
the page while the ' family rooted’ child will usually place his drawing 
at the bottom of the page possibly adding grass or some detail in the 
environment to provide a feeling of attacliment or security.
Investigators using this technique would argue that an observation 
of how the drawing is done can reveal details of the se lf image of the 
child. For example, a ligh t, stroking line is often drawn by the insecure 
child; although the light line might be indicative of a low energy level 
which could be suggestive of depression resulting from feelings of inadequacy.
Shading tends to denote anxiety while cleaning out and working over 
indicate dissatisfaction.
When a3ked to make a drawing, the child usually makes some kind of 
response. The insecure child is  usually hesitant, uncertain and asks 
several questions before beginning. Most children sta rt by drawing the 
head and those who begin with the feet may well be trying to avoid contact 
with the environment since the head is said to be the most significant 
contact with the e2ivironmont.
Other versions of the figure drawing teohnique involve the request to 
make a se lf portrait or to draw a family. In addition to a ll  the points 
mentioned, above, whether the child includes himself in the picture; and 
his size relative to other members of the family, are a ll indications of 
how the child regards his se lf.
The advantage of figure drawings is that they can be administered 
individually as well as in a group. Individual administration gives the 
investigator the opportunity to observe the procedure the child uses in 
his drawing and his mannerisms during the process. Direct comparisons can 
also be made not only with the child* s previous drawings but with those of 
his.peers. However, Harris (1963) remarks that a large part of the 
variance in children’s drawings seems to be accounted for by conceptual 
and cognitive factors, and drawings as such are not good guides to measures 
of personality, As mentioned previously, scoring of figure drawings has a 
psychoanalytic .basis and might not be valid in non-clinical settings,
Robert Coles (1967) l^as used a rt work as a measure of the effects of
social values and events on the self esteem of children. He argues that
the way children draw is  "affected by their racial background, and what
that ’fact' means in their particular world (society) at that particular 
time (period in history)". However, there is  some disagreement over Coles’ 
arguments, and as a method of assessing se lf  esteem hi3 method is perhaps 
unreliable and lacks validity. There is  disagreement as to what art work
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aotually measures and the technique for measuring the effect of social 
factors on se lf esteem may he somewhat unreliable.
The Thematic Apperception Test (TAT) is  thought to be one of the best 
known measures of self esteem in young children (Porter, 1971)» kike many 
others, however, i t  is  best used in a clinical setting. The most popular 
variation of the TAT is  the "Blacky Test" in which the child is requested 
to make up a story about' a family of black dogs (Blum, 19^0) • This te s t is  
however thought to be unsuitable for use with black children because of i ts  
t i t l e ,  and i ts  focus on colour. Also, the scoring technique disregards 
the possible effects of variables such as race or class and as Porter 
argues,, the scoring stresses- Oedipal themes. Overall, i t  relies heavily on 
verbal ability  and so would be unsuitable for use with children with poor 
verbal sk ills.
In trying to compare the levels of se lf esteem of 58 five-year-old 
children (19 whites and 39 blacks), Porter (1970 used a combination of the 
se lf portrait and story technique. To check their colour preference, the 
child had to choose between drawing on one of several sheets of paper 
coloured white, green or brown. (Porter had expected that the black 
children with a strong black bias would choose a brown sheet of paper, but 
she found that th is was not important in their selection)• She adds that 
experience with crayons or viewing himself in a mirror did not appear to 
be important variables as the children had a ll been attending nursery 
schools for some years and had received practice in drawing, or they had 
been involved in a recent summer program where drawing and body image 
received strong emphasis.
After doing a s e lf  portrait each child was asked to make up a story 
about the drawing. In scoring, Porter assumed that a more favourable self 
image would be indicated by lively , detailed, colourful pictures. On this 
basis, that content of drawings are indicators of emotional factors, Porter 
used factors such as facial expression of the figure, and size and position
on the page in her assessment. A oode was devised for the thematic con­
tent of the story and this included areas such as "powerlessness",
"personal efficacy" and "lively daily descriptions". Each variable was 
scored independently by three coders.
Porter claims that her findings are meant as hypotheses rather than 
firm conclusions, but shows that 1 personal efficacy1 and '.lively daily 
descriptions' were more common among white tlian black youngsters. Although 
there were some class differences, overall the black children showed less 
control over their environment (powerlessness), /their susceptibility to 
physical harm and negative se lf  descriptions, than their white counterparts 
Drawings of the black children showed more indications of inadequacy and 
generally poor image of the se lf (parts missing) than those of the white 
children.
One should not fa il  to take account of the anxiety-provoking 
presence of a white interviewer in the era before black self-confidence 
developed, in the late 1960s. Porter's studies were carried out in the 
early 1960s. Also, recency of social experience might play a part in 
what the- child chooses to relate at.one point in time. One should not 
underestimate the possibility of rote repetition of something the child 
has heard.
The Children's Apperception Test (CAT), both human and animal forms, 
and the Michigan Picture Test (MPT) are also frequently used measures of 
the image the child has of himself. Like the. TAT, they should be 
individually administered (although has in  the past been done with a group) 
and as such are time consuming. Not only are these tests more suitable in 
a clinical setting, but a series of stories are necessary to gain insight 
into the 'global' image of the child. Suitable pictures may be found in 
picture books, colouring books or magazines. The child, is  asked to te l l  a 
story or draw a picture of what he thinks went before and after the action 
in the picture being shown to him. The young cldld usually assumes an
identification with the small figure in the picture. Investigators 
interpreting the responses of the child would argue that the story the 
ohild te lls  about the picture and the role of the small figure in i t  are 
indicative of the child's feelings about peer relationships, adult-child 
relationships or Ms ab ility  to relate to authority figures and conflict 
situations. Bourisscau (19^4) shows that in a study of six-year-olds 
whose reading œhievement was below the prediction on the Metropolitan 
Reading Readiness Test, there was a definite vein of feelings of inadequacy 
and submission in the stories. The achievers in contrast tended to relate 
stories where the small figure became the winner in the end.
Children with language or expression problems are obviously at a 
disadvantage with this method, and this should be borne in mind when using 
th is test with the pre-literate child.
The Sentence Completion Test is another projective test that has 
been, used to assess the se lf image of both children and teenagers. Though 
not often used with children below the age of six years, i t  is  a good 
technique for revealing the ch ild '3 conscious fears, attitudes, wishes and 
feelings. Of course, what the ohild. says may be greatly influenced by 
immediate circumstances or concerns, but a series of the same projective 
test given at intervals should reveal the difference between fixed and 
fluctuating circumstances in the life  of the child. The subject is asked 
to complete a sentence started by the interviewer with the f ir s t  thing that 
comes into liis mind. TMs method is very flexible in that beginnings of 
the sentences could be structured so as to tap a particular area of the 
child 's experience that the investigator is  interested in. TMs of course 
runs contrary to the possibility  that se lf image is a global measure, but 
I  would argue that in a child tM.s is  more volatile and more dependent on 
interaction with significant others and general external stimuli than the 
more formed image found in the adolescent or the adult. Because of tMs 
'dependence' on significant others, there is  no general feeling of esteem,
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"but a fragmented feeling of "good" in some areas of life  and "not so good" 
in others. These words are frequently used by young children and they are 
usually due to the kind of reinforcement meted out to them by their 
significant others.
Examples of sentences for completion include:
I can't .................
I  w ish ..................
I am very . . . . . . . .
I  hate ..................
%• mother . . . . . . . .
% father  ...........
Sentences of this nature would give some idea of the child 's family life  
and possibly his relationships with other members in i t .
Ward and Braun (1972) argue that several studies have shown that 
blacks living in the north as well as those in the south (Clark and Clark, 
1947? Morland, 1966; Stevenson and Stewart, 1958), and those in integrated 
as well as segregated schools (G-oodman, 1952; G-regor, 19^4; Stevenson and 
Stewart, 1958) have preferred 'white' to 'b lack '. However, with a ll  the 
social and po litica l changes in the life  of blacks, there could possibly be 
increased feelings of competence and positive evaluation among black 
children and indeed, 'Pettigrew (19^4) suggests that the child develops a 
concept of himself at the same time that he is learning to understand and 
control his environment. Butts (1963) found using the California Test of 
Personality as a measure, that black children with impaired self concepts 
perceived themselves less accurately in terms of slcin colour. In the 
light of this Ward and Braun hypothesised that subjects with impaired se lf 
esteem would be more out-group oriented then those with good se lf  esteem. 
Their subjects were 60 black girls and boys of seven and eight years.
The Piers-Harris Children's Self-Concept Scale together with an adaptation 
of the Clark instrument were used. In the Piers-IIarris test the 80 items 
were read aloud to each child by a black interviewer. Items in the 
Piers-Harris scale included:
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I am a happy person .................................. . yes/no
I am unpopular   * yes/no
I give up e a s i l y .......................................... yes/no
I  often get into trouble  • yes/no
I am a good person   ..........................yes/no
Puppets were used instead of dolls in the adaptation of the Clark measure.
Ward and Braun reported a significant relationship between self 
esteem and racia l preference. Findings indicated that those children who 
made more black colour preferences had higher se lf esteem than those who 
made fewer black colour preferences.
Torshen et al (1977) suggest the use of their Primary Self-Concept 
Inventory (PSCI). This is  a group-administered self-report self-concept 
inventory for children of ages five through to eight. The scale contains 
24. items which measures the child1 s self.evaluation in seven areas - 
a th letics, work habits, personal appearance, relationship to teachers, 
relationship to boys, relationship to g irls , relationship to others in 
general. The PSCI employs a forced-choice format in which the child rates 
himself in relation to his classmates on a ll 2l\. items on a three-choice 
scale. One example of their items is : I f  you learn tilings faster, at the 
same rate, or slower than your classmates, put an X in the box with the 
circ le, square or triangle respectively. This is read aloud to the group 
with each alternative being put in consecutive readings.
Croup-administered technique always raises methodical questions, but 
as a method of investigating the 'global1 self concept, the PSCI is 
probably quite useful;
The Semantic Differential Technique is often used with young 
children in determining where the child sees himself along a continuum of 
attitudes or attributes. The Hodgldss Self-Concept Scale for Children 
(PISCSC) is  an interesting way of finding out how the young child sees 
himself. Although this adaptation of the semantic differential need3 to
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"be individually administered, the child may he' le ft to work on his own 
once he had understood what to do,, The IiSCSC is  a p ic torial form of the 
semantic differential model and is  laid  out in the form of a blue plastic 
board with pictures of boys or g irls (depending on the sex of the child 
being tested) engaged in activities* The activ ities depict polarized 
concepts such as happy-sad, boy-girl, good-bad, kind-mean, pretty-ugly, 
sharing-selfish. In th is  case there-) are fourteen characteristics 
represented. The child is  asked to place pegs in holes depicting whether 
he sees himself "just like", "almost like", or "a l i t t l e  like" the chosen 
picture*
A high score (1 to 7/negative to positive) depicts a good image of 
the se lf and the scoring technique is probably a good indicator of the 
particular areas of life  that the child feels less in control of0
The Osgood Semantic Differential (1997) requires the child to rate 
himself according to a series of bipolar adjectives (e.g. ‘good-bad’ ; 
‘pretty-ugly’)* Porter (1971) adapted th is ’evaluative’ measure for use 
with her sample but found that even after rewording some of the choices and 
illu stra ting  them with stick figures, the test was unsuitable because the 
children became confused and soon lost in terest. I t  would appear that the 
Hodgkiss measure went further in coping with the short attention span of - 
the young child.
Woolner (19&7), using the basic Technique of Semantic Differential, 
designed the Pre-school Self-Concept and Picture Test (PSCPT). Relating 
the needs, characteristics, concerns and developmental tasks of pre­
schoolers, their parents and teachers (significant others) on ten plates 
of paired pictures, the child is shown each pioture in turn and asked, 
"Which boy (girl) are you?". The child is  then asked, "Which boy (girl) 
would you like to be?". Answer to the f ir s t  question depicts the child’s 
image of himself while answer to the second question depicts his ideal 
self concept*. Woolner argues that the greater the agreement between the 
two answers, the more the child is satisfied with himself.
Z iller (1972) remarks that research concerning se lf  esteem has 
failed to emphasise the social nature of the phenomenon. Many studies in 
the area are of a descriptive nature and together with shortcomings of the 
measurement techniques, there lias been very l i t t l e  theoretical development 
in the area. A few studies have relied on the self-report method. Z iller 
attacks this method, since he argues that self-report methods indicate a 
socially desirable self esteem, that is , an evaluation of the self tliat 
the interviewee is willing to reveal or that he wishes the person to 
accept. Z ille r 's  thesis of the social nature of self esteem has led him 
to devise a measure that can be used in cross-cultural research, develop­
mental research and research in general where there is some dispute as to 
the comparable verbal ab ility  of the subjects. In general, he asked his 
subjects to place themselves along a horizontal dimension in relation to 
others. (Z ille r’s measure will be described in detail in Chapter ).
Investigators such as G-rossack (19^3), Noel (19&4), Lewin (1933) and 
Erikson (19^3) have remarked that devaluation of one’s racial group may 
lead not only to negative group identity, but also to feelings of 
inadequacy and insecurity on a deeper level. Their model assumes that the 
condition of anomie (Merton, 193&) created by the restric ted  access of 
blacks to American success goals is directly translated into personal 
demoralization within the black community. In this process, the meanings 
assigned to the pattern of low status among blacks are presumably 
internalised in the form of poor self images.
In the light of th is general view, many studies (Clark and Clark, 
1947? Kardiner and Oveosey, 1951; Landreth and Johnson, 1953; Morland,
1950; Stevenson and Stewart, 1958; Brody, 19^3) have supported this 
demoralization thesis. Others, however, (Gordon, 19&3; McDonald and 
Gynther, 19&5; Coleman et a l , 1966, Bachman, 1970; Rosenberg and Simmons,
1972) have shown blacks to have self-evaluations which do not differ 
substantially from those of their white counterparts. Hunt and Hunt (1977)
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remarkHi "This more current research indicates that the self-appraisals of 
blacks are more positive than would be expected i f  they were directly 
reflective of objective structural circumstances, and that the impact of 
low status appears to be shaped by■conditions and/or processes which work 
to sustain personal dignity, even where conventional terms of success and 
respectability .are problematical".
Porter (1971) takes a ll this work further^and apart from interpreting 
the results of the black children as rejection of themselves as blacks, 
reports findings which indicate that class is more salient than race in 
determining the child*s self image. She found that although there was a 
lower level of self esteem among her black than'her white sample, the 
black middle class children had more positive personal esteem though less 
positive racial esteem than the ir working class counterparts. There were 
no class differences in the racial self concept of whites. Similarly 
Samuels (1973) studied 93 five-year-olds in New York and suggested that 
class is  more potent than race in the determination of se lf concept.
Samuels used both the 1Clark U-Scale* (19&7) which consists of 53 outline 
drawings of paired picture situations arranged to form a dicliitoiny, and a 
modified version of the 1 Self as Subject* part of the Brown Test (1966).
In the la tte r , the child lias to choose one of a pair of 1.4 dichotomous 
adjectives to describe himself and i t  is  said to measure ’global* self 
concept. The Clark U-Scale covers the se lf concept subscales of Body 
Image, Appearance and Sex-Role Preference, Competence and Social 
Relationships.
Samuels (1973) remarked that very few studies have evaluated the 
relationship between particular familial patterns and five-year-old 
children's self concepts, usually due to the lack of adequhte instruments 
with which to do th is . He adds that both the Brown Test and the Clark 
U-Test show a good potential as objective measures of the young child 's 
se lf feelings. The Clark U-Scale, a non-verbal measure, showed
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differences between.both the classes in the black and white sample. The 
Brown Toot only allowed interclass differences in the rosuits of the blaok 
children. Samuels is of the opinion that defensive reaotions arid social 
desirability responses are more likely to be manifested by the use of the 
Brown Test than by the Clark U-Scale. Words such as "ugly", "dirty", etc. 
are hard to accept about oneself and denial would be a possible reaction by 
children who do not wish to face their negative feelings. Samuels noticed 
this with some of liis sample who scored low on the Clark U-Soale. Suoh 
children laughed nervously or hesitated before giving the ’correct' answer 
on the Brown Test.
I t  is  a reasonable inference that individuals who devalue the group 
to wMch they belong, relative to their evaluation of other and perhaps 
more dominant groups in society, w ill also devalue themselves to a certain 
extent. The logical paradigm is  tliis: the individual knows that he 
belongs to a certain ethnic group, and he is known to identify with that 
group; but he devalues that group, knowing that he belongs to the group; 
inevitably, he also devalues himself. Thus measures of group-devaluation 
such as the Clark and Clark doll study are also to a large extent measures 
of self-esteem. Saunders (1973) also takes this view and cites the study 
by Gregor- and McPherson (1966) using the Clark Doll Test in black 
children as an indirect measure of the attitude of those black cMldren 
towards themselves. TMs thesis is  also similar to that offered by 
Trent (1957) in his study of the attitudes of black cMldren: se lf­
attitudes are intimately and directly related to attitudes to others.
Trent showed that black children with negative attitudes to blacks as a 
group had poor self-esteem. Because of the apparent usefulness of the 
Clark Doll Test as a measure of attitudes towards the self, and se lf­
esteem, I will review a number of studies on the methodology of the tests 
used by the Clarks.
Tho use of dolls in ostabl:!'uiing children1 s racial se lf  identification 
and consequent esteem of the se lf is no novelty. As far back as 1939 
Kenneth and Mamie Clark used black and white dolls to investigate the 
’Development of Consciousness of Self and the Emergence of Racial Identifica 
tion in Negro Pre-School Children’ . Since then investigators such as Radke 
and Trager (1950), Goodman (1952), Landreth and Johnson (1953), Stevenson 
and Stewart (1950), Gregor and McPherson (1966) and Norland ( 1962) ,  and 
Iiraba and Gran& (1970) liave used or adapted the Clark technique. All 
except Iiraba and Grant found that the black child, given the choice, 
chose the white doll in preference to the black doll. Some investigators 
such as Porter (1971) and Ward and Braun (1972) have modified the basic 
Clark design either by omitting some of the questions, adding, others or 
using puppets (Asher and Allen, 1969) instead of dolls. In Britain, the
doll technique has been used by researchers such as Pushkin (1967), Marsh
(1970), Lasliley (1971) and Milner (1972) and a ll  except Marsh made 
findings similar to tho studies done in America.
Tho original doll study by tho Clarks (1939) covered three main 
areas, identity, preference and stereotypes. The te st was administered 
individually with only the examiner and the child in the room. The child 
was shown two dolls, one white and with Caucasian features, and the other 
with dark brown and negroid features. I-Ie was then requested to do things 
such as "Give me the doll that looks bad", "Give me the doll that is a
nice colour", "Give me the doll you like to play with", "Give me the doll
that is a nice doll", Norland (1963) used a series of pictures instead of 
dolls. The child was shown a picture which contained both black and white 
children of Ms or her own sex. Pointing to the black cMld in the 
picture, the interviewer asked "J3)o you like this cMld?" The subject was 
then asked "Do you like tMs child?" (the interviewer pointing to the other 
child in the picture). The final question was "Which cMld do you look 
more like?" Milner (1972) in his study used a combination of dolls and
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pictures. He also asked his su b le ts  questions-which covered the areas of 
’aspirations' and 'rac ia l differences'.
Porter (1 971) in her study of Boston three- to seven-year-olds, used a 
number of tests  ranging from the original Clark material, doll play (house 
and television game) to se lf portraits and story te lling . Goodman (1952) 
in her 3tudy of four-year-olds in Northeastern United States, used 
participant observation, non-participant observation, interviewing, testing, 
school records and discussions with nursery school s ta ff. Tests included 
the use of jigsaw puzzles, miniature life  toys and doll house, pictures, 
and clay, and dolls.
All tliis impressive combination and adaptation of the use of dolls 
and pictures in investigating children's attitude to their race is  very 
interesting. However, there is no standardised instrument per se for U3e 
in doll studies. Each researcher makes (or orders commercially) his own 
pair of dolls. Greenwald and Oppenheim (1960) even introduced a 'mulatto' 
doll and as a result showed findings which modified previous ones of out­
group orientation among black children.
I would argue that tho doll test :i„3 possibly a very valid measure 
of racial evaluation in young children, but that because of the lack of a 
standardised.tool, the re liab ility  of other studies of a similar nature are 
probably a l i t t l e  suspect. Joseph Iiraba (1972) too has been concerned 
about a ll these variations in research materials and questions whether the 
'preference' questions in particular are measuring the same phenomenon.
He looks for example at the Iiraba and Grant (1 969) study of young children 
in Lincoln, Nebraska, and particularly at their racial preference questions 
which included: (1) Give me the doll that you want to play with. (2) Give 
me the doll that is a nice doll. (3) Give me the doll that looks bad.
(4) Give me the doll that is  a nice colour. Asher and Allen note
(like Hraba) that the racial preferences of many of their subjects changed 
with each request. I-Iraba asks: "Are the four requests those of Hraba and
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G-rant (1969) and presumably a ll the other ’doll’ researchersJ7 unidimensional 
a3 presumed, a ll measuring racial preference? I f  not, which requests 
measure what?11. Hraba submits two explanations as to why children change 
their preferences across requests and argues that these have implications 
for traditional measures of childrens racial preference. . In a detailed 
analysis of the Hraba and G-rant (19^9) data they found that children may 
have changed their preferences because (a) they intend to express a liking 
for both races, not because of cognitive incapacity; (b) they may have 
experimented with their doll choices hoping for a reward.
Jean Piaget’s (1952) developmental theory goes some way in offering 
an explanation to ’theory1 (a). Piaget, found tliat the child between the 
age of four and seven " . . .  is  s t i l l  incapable of thinking in terms of the 
whole: he is  preoccupied with the parts1' (Maier, 19&9). In the doll 
technique, the child is  asked four times to choose between a black and a 
white doll. These requests purport to be unidimensional, that is 
measuring the same thing, racia l preference. However, to the young child 
each question is  a perceivable change, a change in wording. (Flaget 
changed the appearance of the liquid in the jar'by changing the shape of 
the ja r. His four- to seven-year-olds thought the quantity had also 
changed). Similarly with the doll technique, the wording changes, so the 
child changes Ms preference choice. Hraba (1972) found that seventy-three 
per cent of the cliildren in the sample being analysed changed their 
preference choice at least once. I t  could mean that such a cMld concen­
trated more 021 the feature of changes in the wording and did not realise 
that a single question was being asked in four different ways. Hraba 
argiies here that i f  tliis is  the case, "the requests are multidimensional".
On the other hand, a child may realise that a single question is 
being asked - What is your racial preference? - and choose dolls of both 
races because of explanation (b); that is ,  they wish to express, a liking 
for both races. Of course, children who possibly discern the common
dimension within the four questions and choose one race above the other 
may be expressing what Hraba (197--) calls "racial ethnocentrisra". Tills is 
a liking for one’s own race, a positive racial evaluation which is an 
index of good se lf esteem.
Katz et a l (1975) used a variety of tests  to measure racial attitudes 
in a population which included eight-year-old black and white children.
The test battery included photographs of black and white people which the 
children had to evaluate. Low levels of correlation were found between 
the various measures, and a varied race of tester produced no consistent 
significant effect.
The use of pictures in the investigation of racial identification in 
young children has also been the subject of some discussion by Jahoda et a l 
(1972). The measurement instrument consists of a set of 8 x 10 black and 
white pictures about which questions are asked. Jahoda (1972) argues that 
the differences between pictures (coloured and black-and-white) and dolls 
imply substantial variations in the cues available for identification.
This point too was stressed by Melamed (1968) in his study of South 
African children. Jahoda also mentions the point made by Vurpillot (1970), 
that there is  a possibility that semantic confusion may play some part in 
the child's choice. In Vurpillot’s study dealing with children's concepts 
of ’sameness' in relation to pictures and designs, he found that "If 
children are asked to pick the representation 'which looks most like you', 
as is  commonly done, there would seem to be ample scope for the selection 
of c rite ria l stimulus elements at variance with the intentions of the 
experimenter".
Overall, i t  may bo to the researcher’s advantage to more openly 
recognise the great deal of uncertainty and doubt about using dolls and/or 
jjictures in the measurement of children's racial identification. As 
Jahoda (1972) mentions "further progress probably depends on detailed and. 
systematic study of what specifically the children’s responses mean".
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Do adults (including experimenters) hold the same criteria  of a 
young child's se lf image as that held by the young child about himself?
White and Human (1976) made a study of l\6 three-, four- and five-year-old 
children using an I feel-Me Feel inventory. The original inventory contains 
40 items which measure five dimensions of se lf concepts: G-eneral Adequacy, 
Peer, Teacher-School, Academic, and Physical. Each item is  a silhouetted 
picture of an event relating to experiences in a young child 's l if e .  At 
the bottom of each item are five faces which graphically represent sad, a 
l i t t l e  sad, not sad-not happy, a l i t t l e  happy, very happy. The child was 
asked to put an X on the picture of the face that shows how he feels. •
White and Human chose 18 items which were shown in previous factorial 
studies to have high loadings. The head teachers, mothers and fathers also 
had to complete a similar inventory, as they thought the child would. 
Results showed that there was a high correlation among the adults' assess­
ment of the child 's se lf image. However, the child's view of himself 
differed in many cases from the view which the adults held of him.
Lucie Barber (1975) has been c ritica l of many of the devices used to * 
measure the self image of the young child, arguing that they tend to over­
simplify a quite complex structure. She quotes Walker (1973) who wrote 
that the development of meaningful measures of constructs such as self 
concept, require that " . . .  the major theoretical questions and issues (be) 
answered within a comprehensive theory of socioemotional development . . .  " 
Barber uses this as a basis for constructing a set of measures for 
investigating the self image of the young child.
Barber appears to be one of the few investigators to use a complex 
and integrated theory of development in her analysis of the self concept 
of the young child. The Barber Scales of 'Self-Regard' are primarily 
intended for use by parents, and hence she has chosen the term Self-Regard 
as opposed to Self-Concept. Barber's theory is  modelled by a series of 
hierarchically arranged levels. Each level represents *a total.integrated
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personality' as a sot of elements that include the affeotive, cognitive, 
personal and environmental experiences of the child. As the child moves in 
one direction through these levels, the model involves an increasing 
integration of the four elements; while movement in the opposite direction 
leads to increasing differentiation of the elements. Barber argues that 
within each of the hierarchically arranged levels, the set of elements 
interact exhibiting the four properties "Closure, Associativity,
Identity and the Inverse". (These properties are related to the 'abelian' 
group of Mathematical Groups).
Barber’s model of to ta l personality is at the level at which the 
self is  at i ts  most differentiated form. This model involves a set of 
sixteen elements of personality. One of these sixteen elements is self 
image which Barber describes as "the 'p icture ' each individual presumedly 
has of himself or herself as a to ta l personality". She argues that there 
are eight specified interactions which result in the element of se lf image. 
One of these interactions involves the identity of the individual and as 
she regards this as not being directly amenable to measurement, the 
'Barber Scales of Self-Regard' consists of seven components, and-is for 
use with children from two through to five years.
Each of the seven scales is  scored on a five point developmental 
sequence toward a positive image in the child. The Barber scale is useful 
in that each scale point is described and the parents provide examples of
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the child's actual behaviour. The parents themselves can work out the 
developmental level of their child in terms of the seven interactions.
THE SEVEN BARBER SCALES 0E SELF-REGARD
Scale Titles Descriptive Phrases
Developing Skills for a Purpose
Completing Tasks
Coping with Fears
Children's responses to Requests
Dealing with Frustrations
Socially acceptable Behaviour
Developing Imagination in Play
Learning sk ills in order to increase 
potential.
Learning to persist in activ ities. 
Learning to put fears into perspective 
Learning to co-operate willingly with 
parental requests.
Learning roles for channeling emotions 
positively.
Learning to evaluate behaviour and to 
adjust socially.
Learning to broaden world perspective
by using imagination.
The Barber scales present se lf concept as a global construct whioh 
essentially consists of eight (seven measurable) elements. I t  is  one of 
the few measures which goes some way in getting at the global aspect of 
the self image. Within th is global measure, however, one can also discern 
areas in which the child has more positive feelings about himself than in 
others. The scales also tap the behavioural nature of se lf regard in 
that i t  covers a ll  aspects of the child 's development not only within a 
's te r i le ' experimental setting, but within the setting of the home where 
the child is  expected to be most confident and relaxed. This of course 
has implications for i t s  use with black children. As Watson (1973) 
suggested that black children are sometimes threatened by ¿he presence of a 
white experimenter and hence give responses that they think the white 
(superior) experimenter expects them to give. The Barber Scales of Self- 
Regard should help to overcome tlii3 problem as i t  can be completed by 
parents and in the family1s own setting. The scales do too what Barber 
expects a good instrument should do -  point toward the unsuspected as well 
as affirming tho obvious.
Using a different approach to the measure of self-evaluation,
Stabler, Johnson, Berke and Baker (1969) found that pre-school-children 
ratear objects associated with a white box as high in value while those 
associated with a black box were thought to be low in value. Stabler,
Johnson and Jordon (1971) further investigated the se lf concepts (as 
related to racial membership) of 60 black and white pre-schoolers by 
using 32 statements reflecting self concepts as stimuli as emitted from black 
and white tape-recorder speakers. The children were asked to gues3 which 
of the two boxes they heard statements such as "I am good”, "I am good 
looking", "I like nyself", coming from. White children reported that they 
heard more positive statements coming from the white box than from the black 
box, while black children reported fewer positive statements from the white 
box. All this report was in spite of the broadcast coming from both boxes 
with equal intensity.
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The investigators had previously found that pre-schoolers had 
certain attitudes to the colours black and white and liypobhesised that th is 
may influence the way black and white children view each other and them­
selves. This method appears a valid way to test such hypothesis. I t  is  
structured, although quite flexible, easily  understood even by the younger 
group of pre-schoolers, easily administered and enjoyable for young 
children.
One’s knowledge of the se lf lias not only a cognitive but also an 
affeotive aspect to i t .  Kenneth and Mantle Clark (1930) found that their 
young black sample chose not to identify with their own racial group, 
possibly because of the emotional consequences this had for them. In 
exploring tills, in addition to the doll test and the line drawing 
technique, the Clarks gave their five-, six- and seven-year-old subjects a 
colouring te st. This test consisted of a sheet of paper on which were the 
outlines of a leaf, an apple, an orange, a mouse, a boy and.a g irl. The 
child was asked f ir s t  to colour the objects and the mouse, to ascertain- 
whether he had a stable ooncept of the relationship of colour to object. • 
I f  the child successfully completed this part of the test he was then 
asked to colour the boy or g ir l (depending on the subject's sex) "the 
003.010.'’ he or she is" . After th is was done, the child was given a picture 
of the appropriate sex and told: "Now this is  a l i t t l e  boy.(or g ir l) . 
Colour liim (or her) the colour you like l i t t l e  boys (or g irls) to be".
This measure as a test of the affective meaning of co3.our for the 
child’s self image is  in many respects quite a good one. A child who 
belongs to a group which is  constantly undervalued might feel very 
threatened i f  asked to say why he has chosen to colour himself in a 
certain way. This measure overcomes that and allows the investigator to 
classify the responses according to three types - reality ; phantasy; and 
irrelevant or escape. Reality responses included those in which the 
children coloured the outline drawing with a colour reasonably related to
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their own skin colour. Phantasy responses were those in which the children 
used colours which were markedly different from that of their own skin, 
e.g. yellow, white or very much ligh ter. Some children, although they 
coloured the objects correctly, coloured their own representation in a 
bizarre fashion by using colours such as red, green, purple, eto.
Using such a test gives the interviewer the opportunity to observe 
each child individually, not only with regard to the verbal responses they 
make while colouring the outlines, but how they go about choosing the 
colour and the manner in which they shade the outlines. The Clarks found - 
that most of the children coloured themselves with "painstaking care" as 
compared to the matter-of-fact way in which they coloured the objects*
Those who were not as careful in colouring themselves were in fact the 
ones who made irrelevant or escape responses.
The Clarks usefully divided the children's spontaneous comments 
into five categories ^Explanation in terms of colour as the definite and 
deciding factor; (2) explanation in terms of ugly or pretty; (3) explanation 
in terms of dirty or clean; (A) evasive explanation; (3) explanations with 
the use of the epithet "nigger". These categories are not absolute and 
allow other, investigators to categorise their findings in other ways.
Overall then, the Clark Colouring Test offers a greater choice of 
responses than either the doll or the line drawing technique. I t  also 
more successfully taps the emotional content of preference choices among 
pre-school children. When given the almost forced choice situation of 
the doll test, th irty -six  per cent of black pre-schoolers previously 
tested preferred the colour white. On the colouring te s t, only five per 
cent of the children coloured themselves white. This finding indicates 
that given greater latitude in the measure, fewer black children might 
choose to identify with the colour white over their-own colour. This te s t 
is  useful too in showing the age effect of correct racial identification 
and possibly the conceptualisation of an image of the self. The Clarks .
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found that in identifying themselves, the escapist response of using a 
"bizarre colour had disappeared by the age of seven.
Many measures of the self inage of the young child identify but do not 
te st adequately the affective aspect of the construct. I t  is  ffelb that the 
Clarks’ technique, though potentially anxiety provoking for the insecure 
child, goes some way to measuring his attitudes to himself as a member of 
a particular group.
A child’s position and changes of position in the social structure 
inevitably influences his image of himself. Understanding the social struo^ 
ture might then give an indication of how the child feels about himself.
One way of understanding this structure is  by the use of a ' sociogram’ , 
which determines the ’s ta rs’ and ’iso lates’ in any given group« Since the 
young child spends most of his time either at home or in a pre-school 
group, then a sociometric test could be carried out either within the pre­
school group or within the home. There appeal’s no reason why a comparison 
could not be done of the results in both settings. In th is respect, the 
investigator might be able to arrive at a ’global’ measure of the cliild's 
self image, as inferred from his social popularity.
The 's ta rs ’ in a sociometric test are those children selected as 
friends by many of the others in the group. The ’isolates' are those not 
regarded as desirable friends in a peer choice situation. Each cliild is  
asked wliich from a l i t t  of the group he would like to be involved witli in 
either a social or academic situation. The Sociometric te s t was among the 
measures I used in examining rac ia l identification and i t 3 correlation with 
friendship choices. These relationships w ill be examined in detail in a 
la te r chapter.
A sociogram is  readily adaptable to various situations and may be 
used with various age levels. Spontaneous comments made by the cliild during 
the investigation can be very useful in identifying why they make certain 
choices or indeed why they themselves are not chosen as friends. Like
most other measures, however, a sociogram oan he misleading and henoe is 
best used in conjunction with another measure. For example, a cliild,may­
be socially amenable and a star among his peers, but s t i l l  have inadequate 
feelings about himself. The converse is ,  however, unlikely to hold true; 
that is ,  i t  is  unlikely that a child would feel good about himself i f  he is  
being isolated and rejected by his peers. Periodic administration of 
different tests can reveal improvement or decline in both self image and 
structural position. A sociogram has implications for class room manage­
ment- in-trying to enhance aaLf image, and also for family counselling. 
Scoring the sooiogram involved simply recording the choices on a graph.
Once this is  plotted, i t  is  relatively easy to ascertain the number of 
choices each child has received, v/hich were mutual choices, etc .
The adjective check l i s t ,  some forms of sentence completion, and 
self-completion measures such as the Rosenberg scale and the Coopersmith 
Self Esteem Inventory, are seemingly very good techniques for measuring 
self image but apart from being lengtliy, they are unsuitable for 
preliterate children.
I t  should be noted too that conventional re liab ility  studies ( such as 
re liab ility  over time, or internal re liab ility ) have rarely been carried 
out with the formal techniques outlined above; few, i f  any validity studies 
have been carried out, to see i f  the tests  measure what they actually 
purport to measure; and no one has attempted, so far as I can discover, 
to relate the various techniques and measures to one another. I t  may be 
arguei however, that such techniques should not be used formally, in a 
pseudo-psychometric manner, but should be treated as informal techniques 
(like those which are described below) giving clinical workers and teachers 
insights into the child’s current social and psychological functioning, 
and giving some basis for individual interaction and therapy. Used in 
tills way they might be more akin to the type of personal construct measure 
developed by Bannister and Fransella (1971) which allow an estimate of
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unique personal functioning to be made# Here the basis for comparison is  
not the general norm for the to st, but change in particular individuals 
over time.
Informal Techniques
Included among informal techniques are measures which are more 
subjective than those previously discussed, but which are no less important 
in investigating the young child1s se^f image. In fact, because the 
young child’s image of himself is very much socially dependent, the most 
appropriate method might be to observe him in interaction at home, at 
school and in the community# Informal techniques may be time consuming, 
expensive and in some cases methodologically suspect, but should not be 
excluded because of th is . Ideally, these measures should be combined with 
more formal methods of assessment.
I t would appear that the younger the child the more willing and open 
he i3 about expressing feelings about himself. By observation of what the 
child says and how he says i t  the investigator can gain insights .into the 
child 's conception of himself.
Conversations are very informative in trying to find out how the 
child feels about himself. I f  while engaged in conversation the child is 
asked a direct question about his feelings about himself in a particular 
’area’ , the child is  likely to be able to say just what he feels about 
himself. Of course, the child.who lacks verbal sk ills would be at a 
disadvantage in this method; but lacking verbal sk ills at a certain age 
might i ts e lf  be indicative of the image the child has of himself.
A more structured form of conversation might be profitable with 
some children. Bourisseau (1972) suggests that most children are quick to 
phantasize and thoroughly enjoy the magical aspect of making three wishes. 
These wishes may be centred around family relationships, hostile desires 
or more material things. In expanding and clarifying the statements, the 
interviewer gets the child to talk  more and more about himself. Another
approach is  to ask the child to plmmtasize being an animal for one day, to 
say why they have chosen that am mal and to talk about some of the things 
they would do. Bourisseau found in one of his investigations that one 
child wanted to be a dog because everyone loved dogs. Another wanted to 
be a tiger so he could pounce on everyone. Equally useful is to ask the 
child which animal he would prefer not to be. One of Bourisseau*s subjects 
did not want to be a snake because snakes are stepped on. Did this child 
have feelings of being trodden on by adults?
Conversations may be engaged in by simply asking the child a 
question and getting him to expand on his answer, for example a child 
could be asked "If you could be changed and could be different from what 
you are, i f  you could be changed any way you like, how would you want to be 
changed? What would you want to be like?". "If you were going to a 
Halloween party what kind of costume would you like to wear?". "How would 
you change your home or your family or yourself so that you could be 
happier?". Interpretation of such conversations needs skilled handling.
What the child says depends to a large extent on the context, how relaxed 
he feels and how trustworthy he thinks the interviewer is . Binkmeyer (1 9&5) 
points out that there must be friendliness and mutual tru st, and the child 
must recognise some purpose for the question.
Dreams are an important part of the lives of children and’ given the 
chance a child will report his dreams. Skilled interpretation of dreams, 
especially a series of dreams for each child may give some Insight into 
how the child manifests feelings about himself.
Lerner and Schroeder (1975) suggest that the attitudes children 
express regarding different groups are to a great extent dependent on the 
demands of the experimental situation imposed on them. They point out 
that investigators using the 'forced choice’ technique, e.g. the original 
doll studies, have " . . .  defamed the situation, created the task or 
questions, determined the response alternatives and thus 'discovered' the
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exceptionless racial stereotype". Lerner and Schroeder carried out a 
methodological analysis of three techniques - (1) the forced choice method 
where subjects chose either a black or a white doll in response to each item 
presentation; (2) the multiple-alternative method where the subjects chose 
from zero to five white dolls and from zero to five black dolls for each 
item presentation; (3) the open-ended interview method where the subjects
made assessments about the doll that is presented to him.
The investigators tested 82 white children with a mean age of 5*9 years. 
The subjects were divided randomly into three groups as suggested above.
In the forced choice method, the child was told that he was going to play 
a guessing game in which the experimenter would te l l  him a short story, 
and he should say how he thought the story would end. Twelve story-questions 
were used introducing evaluative adjectives such as nice, good-looking, 
smart, good, clean, kind, ugly, mean, naughty, dirty, stupid, bad. One 
question used was "One of these people is nice. He does nice things. Which 
one do you think is nice?1'. Subjects responded by choosing either the 
black or white stimulus.
In the multiple-alternative method the story questions were reworded 
to refer to a group of stimuli. For example, one question was: "Some of
these people are nice. They do nice things. Which ones do you think are
nice?". The subjects had to choose any number of black and/or white dolls.
In both methods one and two, the rig h t-le ft position of the dolls was 
counterbalanced across subjects. The placement was also reversed for each 
subject on an immediate re test, with a different random order of the items.
The open-ended interview method involved presenting a black and a 
white doll successively to the child. Questions pertaining to one racial 
stimulus were completed before questions pertaining to the other began.
The experimenter places the doll in .Front of the child and says: "Here is a 
doll that looks like a person that I know. You may nob know him, but you 
may know someone like him". Five questions were then asked about the
stimulus: (a) "What does i t  mean to he a person like this?"; (b) "Tell me 
what you think this person is  like?"; (c) "What would he do?"J (d) "Is i t  
good or bad to be a person like bliis?"; (e) "Why?".
Results from the open-ended interview revealed a general laok of 
pejorative rejection of the black figure. The authors conclude "When 
asked about black and white racial stimuli actively, these young white 
children were most likely to make similar, concrete (Physical and Physical 
function), neutral statements about both stimuli. Moreover, there was no 
marked tendency to describe the stimuli in terms consonant with those 
imposed upon the subjects in either the single- or multiple-alternative 
method".
Lerner and Soliroeder (1975) admit that their results might be limited 
because of the idiosyncratic characteristics of the population studied.
The subjects were a ll white enrolled in kindergarten classes of a 
predominantly (ninety-five per cent) white school located in a semi-rural, 
working class community of south-eastern Michigan. They feel, however, 
that the relative differences found among the groups warrant a more open- 
ended method of assessing children’s attitudes to racial groups. I  would 
think too that as in most Western societies i t  is  not "ethical" to openly 
■ascribe bad attributes to other groups, the results might have been 
affected by th is . However, the Lerner and Schroeder method appears as 
adequate as most of the other informal techniques in assessing the child’s 
image of botli his and other groups. This of course has implications for 
how the child feels about himself as a member of that group.
Puppetry has sometimes been used to assess a child’s image of him­
self. Most children, except the very withdrawn, delight in the dramatic, 
make-believe aspect of puppetry. Characters should represeiit people 
pertinent to the child’s experience - parents, siblings, teachers, peers. 
The soories should be simple, direct, forceful and obvious. The child may 
be asked to dramatise or say what he thinks the ending of the story would
be like. Bourisseau (1972) suggests that i f  other behaviour patterns 
indicate that the child may have a poor self concept, then the interviewer 
may suggest roles for the child to play.
Tliis method may be quite useful in that the child is  helped along 
by the investigator and so i t  may be used with the child who finds i t  
d ifficu lt to talk about himself or indeed to communicate genera3.1y.
Children like make-believe and should find this test exciting. Scoring 
could prove d ifficu lt and like other informal methods would do better when 
combined with more formal techniques.
Simple observation of the child interacting is perhaps the best 
method of assessing a child1s conception of himself. Seemingly unimportant 
aspects of behaviour can make a significant contribution to on assessment 
of the child’s se lf image. Very often they go unnoticed or* are accepted a3 
idiosyncratic, leaving the observer unaware of significant' aspects of 
beliaviour that makes up the whole child. Bourisseau (1972) argues that 
the same basic feelings that result in an inadequate figure drawing are 
determining a ll expressive (and non-exx>ressive) beliaviour to a greater or 
lesser degree depending upon the circumstances confronting the child. A 
small, isolated bit of observation may or may not be significant at the time 
of observation but i t  may be a clue that indicates a need for subsequent 
observation using both formal and informal methods.
Some investigators have used the analysis of children’s handwriting 
as a measure of children's selfesteem . Bourisseau (1972) argues that 
often the child with a poor self ooncept will be depressed and his writing 
may bo affected accordingly. Maohover (1951) refers to line quality as 
being significant in the interpretation of figure drawings. Depressed 
feelings can interfere with a child 's ability  to maintain a consistent 
effort. The depressed child may sta rt with a firm, strong stroke which 
disintegrates into smaller, more poorly formed le tte rs . As a sole method of 
assessment of a cliild’s se lf image, handwriting would not be advisable 
except perhaps where skilled interpretation is  available.
Moerloo (l962t-) comments that "Inflection, choice and order of words 
are a l l  related to variations of human, behaviour, variations of feelings 
and of thinking". Thus the content of a child’s speech, may be affected i f  
for some considerable period of time he has held the conviction that he is 
inadequate. Attempts to compensate for feeling3 of inadequacy may result 
in different speech patterns. Eisenson e t al (1963) relate the limited 
conversation of the "under-talker" to deep feelings of inadequacy and a 
basic feeling of lack of se lf worth during childhood. They also associate 
the "over-talker" with anxiety, Feelings of poor self worth are said to 
be basic to the child who may be reticent to speak or may speak slowly 
with limited and immature speech content. Conversely, feelings of poor 
se lf image may trigger anxiety which is  displayed by a great need to 
reach out to peers and adults. Such a child seeks attention in any way 
that he can, negatively or positively.
Like handwriting, speech patterns as a sole method of assessing a 
child’s self image could bo fraught with difficu lties and indeed a lo t of 
misinterpretation. Irregularities in speech may be due to other, more 
basic physical reasons.
Observing a child’s role in free play can be very productive as a 
method of assessing his basic se lf development. I f  over a period of time 
the child being observed is always an insignificant figure, then d iff i­
culties in social development may at least be suspected. A child who 
consistently plays alone usually does not know how to become involved with 
other children and when questioned he will defend his position by saying 
that I10 prefers to play alone or that he doo3 not like the other children. 
Such a ready dislike for many children suggests that the child is having 
d ifficu lty  in interpersonal relationships. Bourisseau (1972) points out 
that this kind of beliaviour may reflect basic rejection of the self.
Conversations between children may also be very enlightening. 
Comments such as "Jane is the biggest and I am the next biggest", re flec t
a child' s viow of himself relative to ono of hi a poors. Such a comment may 
correctly be estimating the physical size of his friend but i t  may also be 
referring to feelings he has about the relationship. Should the la tte r  
explanation hold true, and i f  the child holds the same attitude toward many 
children and in different ac tiv ities , then the frame of reference for most 
of this child’s behaviour is,one of being second-best.
Bourisseau (1972) cites Cratty who suggests that: ” . . .  almost 
without exception, the child who ha3 difficulty  managing his body has a 
poor se lf concept". I t  would appear that a small percentage of pre-school 
children, both black and white, have difficulty  in managing their body in 
varying degrees,. Some could simply be described as ’clumsy’ while others 
have an impaired sense of right and le f t ,  have difficulty  in judging space 
and consequently are always stumbling over things, have an inpaired sense 
of space, and may often have difficulty  screening out auditory and visual 
stimuli, and hence are distractable and hyperactive. S ti l l  others perform 
as though their arms and legs ore extraneous appendages rather than 
co-ordinated parts of a working unit. Such children may have difficulty  
with reading and w riting, but are not unintelligent.
Any child with one or more of the above characteristics may become 
the object of laughter and ridicule when lie awkwardly tr ie s  to join in 
’normal* ac tiv ities . This situation might lead to general feelings of 
inadequacy which might well permeate other areas of the child 's endeavour. 
Observation of gross and fine motor sk ills and the child 's reactions to 
ary handicap due to impairment in any of these areas could give the observer 
some guide as to the child 's feelings about himself. Going along with this 
would be an observation of other areas of the child's life  to assess his 
feelings about himself on a general level.
So far in this chapter the methods for assessing a child’s conception 
of himself have been discussed. They have been divided into formal and 
informal techniques; the formal covering the partia lly  structured techniques
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for which there is  some background information and normative data, and the 
informal covering the observation of specific unstructured behaviour. The 
formal methods include several projective techniques which yield quite 
concrete information. The informal methods result in more subjective 
appraisals than do the formal ones but i t  would appear that any appraisal- 
of the self cannot help being relatively subjective. Informal methods 
promote general awareness of the 'whole* child and th is is  achieved by 
direct contact with the child and his environment. Listening to his 
conversation, interviewing him, observing him in interaction are among the 
procedures used in assessing a child1s concept of himself. The 'language* 
of the body, for example, muscle co-ordination, eye expression, distance 
to others, may sometimes give a more accurate refection of the child's 
feelings than verbal expressions.
I t  would appear then that there are several techniques for assessing 
a child's feelings about himself, some more structured than others and some 
yielding information that cannot or should not be directly oompared with 
others. Some methods are best suited to a clinical setting but should also 
be treated with great caution because of the problems of unknown re liab ility  
and validity, and the thorny problem of observer bias and labelling of 
children referred to clinics as "problems". Many of the earlier studies, 
(for example, some of the adapted 'do ll' studies) have not reported their 
re liab ility  or.validity. Single, often crude indices are used and 
methodological flaws of many kinds are present. Among these is the failure 
to identify the race- of examiner and as Katz ot al (1975) have shown 
empirically, the types of responses they obtained in a study of "Fteroeptual 
Concomitants of Racial Attitudes in Urban G-rade-School Children"', showed 
that a number of factors including the developmental level of the child, 
the instrument used and the race of the examiner were important variables. 
Many of the te s t materials are unpublished and hence are d ifficu lt or 
impossible to validate or replicate.
Ballard and Keller (1976) were concerned about the different methods 
which used children's awareness of their race, and whether a ll these methods 
were measuring the same construct. They tested 85 three- to seven-year-old 
black and white children who were asked to respond to the following race 
awareness tasks: Clark and Clark line drawing technique, Stevenson and 
Stewart doll assembly technique, Morland Picture interview technique, Clark 
and Clark colouring technique, Stevenson and Stewart doll technique, plus 
Morland*s "validity check". The investigators found that the tests 
generally had low correlations with one another, which seriously questions 
the apjjarent assumption of many interviewers that these tasks are measuring 
the same construct. The study found low relationships even among measures 
using very similar response modes. I t  would appear too that choice of 
words, for example whether the word 'black* was used as opposed to 'negro* 
significantly influenced task performance.
Ballard and Keller point out that the problems that light and dark 
skinned black (and white) children may face when confronted with tasks 
having more restricted ranges of stimuli, have a number of implications. 
F irstly , the forced choices involved may not; accurately represent the , 
child’s identification. With the increase in intermarriage both in 
Britain and in the United States, there appears to be a greater need for 
measures which more accurately depict the child's 'hue '. Secondly, 
re liab ility  and validity w ill inevitably be affected when subjects are 
asked to choose between two equally unacceptable alternatives.
In an analysis of the Morland Picture interview Ballard and Keller 
(1976) found that identification with very human figures such as those 
found in the picture interview might prove more threatening than line 
drawings for blacks than whites. This finding confirmed the views held 
by investigators such as G-reenwald and Oppenheim (1968).
Perhaps the best method is  skilled observation of the child's 
behaviour, together with a comparison with a more structured form of
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assessment. Observation oan prove quite expensive, time consuming and 
impractical in some cases. However, Stabler et al (1976) reported a study 
of four- to five-year-olds in which they found a correlation between play 
ground behaviour, and response to the colours black and white as measured 
in a situation in which children guesse.d the origin of positive and 
negative self-evaluative statements broadcast simultaneously from black 
and white boxes. Aggressive white children (to both blacks and whites) were 
those with the greatest number of negative stereotypes of blacks. A 
similar finding was made in a study of English adolescents by Bagley and 
Verma (1975).
Self 'concept is i ts e lf  such a complex phenomenon that one is tempted 
to wonder whether i t  may successfully be measuredj Is self concept really 
measurable, especially in.young children? I t  would appear that one's 
feelings about oneself do not crystallise until the adolescent years, so 
that what is  being measured in the early years is  probably an embiyonic 
aspect of identity, an important but vestigial se lf esteem which may be 
modified or confirmed by subsequent experiences. Periodic assessment over ' 
time will probably yield the best information.• Coopersmith (1975) argues 
that one's level of esteem may vary according to one's experience in. 
certain 'areas' of life . For example, the child might regard himself 
positively as a football player, yet negatively as a member of a .family, 
and Ruhe and Eatman (1977) show too that the self image can change according 
to the context the adolescent finds himself in. They found that the self 
image of black students in the integrated setting of a work group changed 
into a positive direction. As Bourisseau (1972) remarks, "Any assessment 
of the self concept should . . .  bo made with caution, for i t  is  d ifficult 
to define' and thus hard to quantify".
In conclusion we can say of the variety of informal techniques 
reviewed here that they may be useful for understanding the ongoing problems 
of individual children so far as personal functioning, self-concept and
identity formation arc concerned. The teclmiques I have outlined represent 
a variety of theoretical positions, and no attempt lias been made to relate 
the techniques to one another or to their original theoretical under­
pinnings in any formal way. fty basic orientation is  an eclectic one; but 
clearly, a more disciplined examination of the variety of informal 
techniques might be in order. Clearly too i t  is  virtually impossible, 
except by the elaboration of individual case histories studied over time, 
to make any estimates of the re liab ility  and validity of these various 
techniques.
The Race of Examiner Effect on the Measurement of the Self Image
Over the last decade, investigators have become somewhat concerned 
about 'experimenter effects' on psychological research, feeling that the 
race of the interviewer may influence the responses obtained in racial 
attitude bests in particular. On a more general level, in recent years 
great emphasis has been placed on matching interviewers and respondents 
by race in the United States. Summers and Hammonds' study of college 
students indicates that even on a self administered anonymous questionnaire, 
white students were more willing to admit racial prejudice when the 
administrator was white than when he or she was black. There have not 
been any large scale studies on the effect of black interviewers on white 
responses. On a general level, matching appears to have l i t t l e  effect 
unless the issues are highly related to the interviewer and the respondent 
cliaracteristi.es. In some of these cases matching may conceal response 
errors. I t  is  possible that black interviewees may try  to give what they 
think are 'desirable' answers to black interviewers while they might 
conceal some of their militancy when interviewed by white interviewers.
On the other hand, an English study by Rutter et al (1974) found that black 
interviewees were reluctant to respond to black interviewers since this 
was not seen as an appropriate role in a society in which black 
professionals are rare.
Sattler (1310) reviewed the available literature on the race of 
tester effects in racial attitude tests and concluded that, "The experi­
menter’s race affects a number of subtle attitude and preference variables 
in both children and college students". In his review Sattler cites 
investigations by Trent (1954), Kraus (1962), Vaughan (1964), Freedman 
(1967) and Summer and Hammonds (1966. More reoently, Jahoda, Thomson and 
Bhatt (1972) have shown that, "while 'rea l s e l f  choices remained basically 
stable over the two studies, the 'preferred se lf' ones appear to reflect 
the effect of the Asian experimenter." Jahoda et a l were investigating 
the ethnic identity and preferences among Asian immigrant children aged 
between six and ten in Glasgow. The effect of the race of the experimenter 
is  said to bo rather 'modest' at the age of six, but reaches' s ta tis tic a l 
significance at the age of ten. They point out too that the case wa3 most 
dramatic in the case of the Scots. The study showed that the presence of 
a charming and attractive Indian experimenter completely reversed the 
pattern in group preferences for the Scots.
Jahoda et a l (1972) also investigated his subjects' attitudes to 
surnames from other cultures. The impact of the own-group experimenter 
was very much the same, resulting in an increase in popularity of 
Pakistani and Indian names amongst the Asian group. On the other hand, 
the indigenous Scottish group remained attached to their names. This 
finding could mean that for these Scottish children, i t  is  their names 
rather than their pigmentation or any other physical features which form 
the most salient part of their social identity. This, however, is  simply 
an interesting speculation. The investigators point out that in general, 
the magnitude of any tester effect is  likely to be partly a function of 
the characteristics of the population studied. In Glasgow, children are 
relatively tolerant and readily accepting of minority groups and hence the 
race of tester effect for white children was substantial.
Pushkin (1967) in his London study describes some degree of 
h ostility  towards the 'out group' by his English sample. Again Milner 
(1970) mentions that "English children were vociferous in their rejection 
of the coloured figures in the tests" . Jahoda thus tentatively puts forward 
the hypothesis that experimenter effects would be greatest with subjects 
low in prejudice towards the experimenter's ethnic group, other variables 
such as status, being equal.
Although the evidence points in the direction of greater favourability 
towards the racial group in which the tester belongs, the evidence is not 
clear cut. Eor example, Vaughan (19^4) in Iris study in New Zealand, found 
no significant differences by race of tester with the white (Pakeha) group 
and no differences with the Maoris 011 tests of racial awareness. lie also 
found significant effects of the race of tester among his twelve-year-old 
subjects but not among the seven- and nine-year-olds on attitude tests .
In 1955 Pasamick and Knobloch-(see Pettigrew, 1964) noted that two- 
year-old black children were more verbally inhibited when tested by a 
white than when tested by a black interviewer. Among an older age group, 
Katz (1975) over the past ten years has consistently shown that the race 
of te ster (whether the measure is  seen as a test or not) lias a significant 
effect 011 the responses of the subjects. lie argues that i t  is the 
insecurity that blacks feel in relation to whites which causes them to make 
certain responses in the face of whites, lie adds that experimentally 
when blacks were manipulated to feel more secure, they performed better 
when tested by whites. Watson (1973) in his review of Katz's work suggests 
that experiments have shown that the "natural" state of affairs is  for 
blacks to feel anything but secure in the presence of whites. Thus when 
tested by whites, there was a tendency for them to achieve at a lower 
level than they are really  cajbable of. Watson cites an experiment which 
shows that for a black who has to take an IQ te st, being tested by a white 
person is  as much a threat as the fear of 011 electric shock!
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Marrion Yarrow (1958) shown in her analysis of 1 interpersonal 
dynamics in a desegregation process’ that black children become anxious 
in the face of 's tre s s ’ , and have a collapse of self confidence and hence 
show low scores on self esteem measures in such cases of 'threatening 
in tegration '• I t  is  noticeable that the white children displayed the ir 
reaction to stress in a different way. While the black children turned 
their anxiety inwards, the white children turned theirs outwards in 
fighting, shouting and dashing around.
Some inventigators have shown evidence that the race of the 
examiner has no effects on the choices children make in attitude tests . 
Greenwald and Oppenheim (1968) made a comparison of their data on racial 
identification and preference with that of the Clarks (1 947) who had used 
black examiners. Their conclusions were as follows: " . . .  white examiners 
did not bring about appreciably different answers to these basic 
questions".
Kenneth’Morland (*1 962., 1963, 1966) in designing his picture in te r­
view administered pre-testing procedures to ascertain the race of te s te r 
effects, i f  any. He found "no significant differences" by race of tester. 
Since th is time,. Jones (1960) and Gurlcin (1969) have carried out two 
studies testing the race of examiner effects using the Morland Picture 
Interview (MPl)0 Jones divided her sixty black nursery school subjects 
into two groups, one tested by a white interviewer and the other by a blaolc 
interviewer. The same version of the MPI was used. No significant 
difference was found either in racial acceptance or in rac ia l preference 
scores. Gurlcin (1969) investigated a group of twenty wliite nursery sohool 
ohildren who were divided by the school into two equal groups. Each group 
occupied a separate room and was supervised by different teachers. 
In itia lly , each group was tested with the MPI, one by a black and the 
other by a white examiner. Three months 3ater, an alternate form of the 
MPI was used with the examiners changing groups. Comparison of the scores
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on racial identification and racial preference showed that the scores were 
not significantly different. Although their samples have been small, both 
these studies have shown that the race of tester has no significant effect 
on the resjjonses made to the Morland Picture Interview.
Hraba and. Grant (1970) in the ir study using the 'd o ll1 choice 
method with children aged five to seven, concluded that "the race of 
interviewer was not related to choioe of doll on any of the items for both 
black and white children". Hraba (1972) carried out an analysis of the 
Hraba and Grant (1970) replication of the Clarks' (1947) study. This 
time, they concentrated on the preference choices and remarked tha t, "In 
regard to being diplomatic when interviewed by a member of the opposite 
race, there is  a suggestive trend for black respondents, but no trend for 
whites". They concluded that the higher the self-regard of blaok 
respondents, the more likely i t  is  that they had been interviewed by the 
blaok rather than the white te s te r. I t  is obvious then that oven within 
the same study there can be conflicting evidence of the race of tester 
effect, especially when the data is  analysed more closely.
In the standardization of the Pre-school Racial Attitude Measure 
(PRAM) Williams et al  (in Williams and Morland, 1976) found that in both 
tlieir pre-school and the ir primary school age sample, higher racial 
attitude scores (indicating more pro-white bias) were obtained in white 
children when the tests were administered by a white examiner. The 
findings for the primary school children were of a lesser magnitude than 
those of the pre-school children. On the other hand Deborah Best (1972)
(in Williams and Morland, 1976) carried out a study investigating the race 
of te s te r effect on the children's responses to the PRAM II  and found no 
evidence of such effect. Sixty pre-sohool white children were each given 
the PRAM II  by two examiners. The f i r s t  examiner administered the f ir s t  
half of the test and then le f t  the room. The second examiner then replaced 
the f i r s t  and administered the second half of the te s t. Fifteen of the
subject3 were tested by the following race of te s te r combination: two 
whites; two blacks; white then black; and black then white. Racial 
attitude scores showed no evidence of the race of te s te r effect (mean 
scores were 17*6 with the white examiners and 17*9 with the black examiners). 
Any interpretation of the race of tester effect when using the PRAM II  
calls for some degree of caution especially as the Colour Meanings Test 
(CMT II) , the companion of the PRAM II  shows no evidence of the effects 
of race of teste r. AI30, the sample chosen by Best oonsisted only of 
white children. Hence there is no clear indication of the effect of a 
white tester on black children.undertaking the PRAM II te s t.
There has been veiy l i t t l e  work done on the race of tester effect 
with British samples. Mix oh of the work is  interpretive (for example from 
the responses received by Pushkin (1967) and Milner (1970) to the dark 
figures), although Jahoda et al (1972) (already discussed) and Bagley 
and Coard (1975) have provided some empirical evidence on the tester effect. 
Bagley and Coard. conducted personal interviews with 42 West Indian, 
children aged between six and ten .attending infant and junior schools in 
East London. The subjects were asked a number of questions about the ir 
preferences, for television, for books etc. but included in these 
questions was, "If you could be born again (just imagine being born again) 
how ta l l  would you like to be? Taller or shorter than you are now? . . .
How fat would you like to be? Fatter or thinner than you are now? . . .
What colour hair would you choose to have? . . .  What colour skin? . . .  "
Half of the 42 children interviewed were seen by a white English interviewer, 
and half by a black, West Indian interviewer. Sixty per cent of the blaok 
children (25 out of 42) wanted to change either their eyes, hair or skin 
colour for European characteristics; 19 per cent (8 of 42) wanted to 
change a ll three. When responses to black and white interviewers were 
compared, 13/21 questioned by the black interviewer and 12/21 questioned 
by the white interviewer wanted to change some personal characteristic
1 22.1
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for Jiuropcan features; and 4/21 questioned. by tlio blaok interviewer and 
¿1-/21 questioned by the white inter viewer wanted to change eye, hair and 
skin colour. I t  is  clear that in this. English study varying the race of 
tester made no difference whatever to the responses of the blaok children. 
Perhaps th is was because the test was an indirect method of measuring 
self-evaluation, which was not particular salient or anxiety provoking 
for the children involved.
Only one study of experimenter effect in Jamaica oomes to hand.
Miller (1972) made an investigation of the reports of Jamaican adolescents 
on beauty and body image. The sample consisted of 158 male and 255 female 
students aged thirteen and fourteen. They were divided into six groups 
and six female experimenters administered similar open-ended questionnaires 
to the groups (one to each group). The experimenters included a Chinese, 
an Indian, a black with ’natural' hair sty le, a black w;Lth 'straightened' 
hair, a mulatto and a wliite woman.
The questionnaires were administered under the same conditions and 
Miller concluded that "From the consistency with which certain patterns 
are obtained in th is study i t  would appear that the experimenter influence 
due to personal attributes are not at a l l  pervasive". The students 
appeared to describe their ideal beauty and body image quite independently 
of the attributes of the experimenter. On the other hand, Miller questions 
his findings in a previous study (Miller, 1969) of the concepts of beauty 
and. body cathexis where M3.13.er, a mullato, persona!3.y administered the 
questionnaires and found that the subjects' ideal type was a person with 
mulatto characteristics•
Miller adds, however, that one cannot conclude that i t  i 3 immaterial 
who the experimenter is .  What effect the experimenter bias, appears to be 
more crucial in circumstances in wliich subjects are required to make a 
c r itic a l assessment of body image, rather than in situations where subjects 
have to report their Ideals in terms of beauty, or make assessments which 
are complimentary about Body Image.
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On balance then, i t  would appear that the issue of the race of te s te r 
effect is  s t i l l  unresolved and might s t i l l  be for some time to come. The 
evidence points to the conclusion that on some tosts, for example those 
investigating racial attitudes as opposed to racial preference or colour 
attitude, the race of te s te r does result in subjects making responses which 
are. favourable to that racial group. But one should not be as sweeping as 
Vaughan (1964) or an Jahoda et al (1971) who respectively concluded that 
"provision of own race E's should be considered an automatic control"; 
or "an additional experimenter belonging to the minority group ought to 
be used". From these assessments i t  would appear that whenever tests on 
black children are being carried out in the area of 'race’ , then the 
examiner must be blaok. Since i t  isb e in g  suggested that Iho white tester 
influences the responses of black children in the direction of greater 
favourability towards his (white) rac ia l group, then the opposite should 
also hold true, that the black examiner would influence the respondent 
into reflecting attitudes in favour of the 'in-group’ .
Only a sp lit-ha lf design such as that illu stra ted  by Best (1972)
would demonstrate the true effects of the race of tester, which in her 
case was n il. Williams and Morland (1977) have .also suggested that the 
use of a "teaching machine" which they tr ied  in one of their pilot studies 
of the PRAM would minimise tester effects. In th is case, the test was 
administered by a send-automated machine. This kind of device may help 
to determine a ll kinds of experimenter effects including racial ones.
Milner (1972) in his analysis of the general information on the race
of te s te r effect suggests that i t  is  d ifficu lt to e lic i t  'true ' attitudes 
( i f  such exist); we can only get a 'locus' of responses dependent upon 
situational variables. "Eaoh response is equally valid; and the 'e ffec t' 
may well mirror rea l-life  changes in the person’s orientation between 
in te r- and in tra-racia l situations". He adds that i t  is  impossible to 
explain away out-group orientation by the 's tressfu l' presence of an
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outgroup examiner, as even in those studies which have shown experimenter 
effects and which have substituted own group examiners’ (black) (Trent, 195d 
Yaughan, 19&1\) , the out-group orientation has not disajjpeared. The overall 
conclusion, on the evidence available, can only be that the race of the 
examiner can in the majority of cases affect the magnitude of out-group 
orientation; but that when i t  does, i t  is  not to a substantial degree.
The race of tester then has implications for the measurement of the 
self image of the young child. I f , as most of the evidences(though few) 
show, the black child tends to be more out-group oriented when tested by a 
white examiner, or that he has a collapse of self confidence due to 
stressful impact of. the white examiner (Yarrow, 1958), then there might 
be a case fo3.- using experimenters from both 2'aces in future. Of oourse, 
th is might result izi introducing yet other variables and the possibility 
of the black child giving ’socially desirable’ answers in the face of the 
black interviewer. The matter is  quite complex and only pilot studies 
with the introduction of each new method w ill show whether the race of 
tester has any effect. I t  could be that not a ll the te s ts  of racial 
identification are measuring the same construct, and so i t  would be unwise 
to suggest or assume that the race of tester will have an effect on a ll 
tests of group orientation, hypofchetica1ly , the race of tester effect 
will be less where a formal method for measuring self-esteem is  used, 
since the very structure of the test w ill have an important ’situational’ 
influence. The race of te ste r effect could be greatest in the use of 
informal techniques, where the interaction between child and investigator, 
which so often forms the basis of the technique, is a situational 
variable influencing outcome. Thus in a situation of informal interaction, 
a white child, for example, will make different responses to a black 
interviewer than to a white. This is an interesting problem on which 
there is  no evidence at present, and is  an interesting area for further 
research.
I t  is  clear that me a sure men 1; of self-esteem in the young child is  
an important and challenging area; and also that reliable and valid 
measures s t i l l  remain to be developed. There are many ways in which pre­
lite ra te  children’s conception of themselves can be studied, and perhaps 
the richness of the variety of methods reflects the many "situated selves" 
which the young child has. I t  is  clear too that the examiner herself 
may have an important influence on how the child responds to any test.; 
indeed, the te s t situation i t s e l f  is  one in which a particular and valid 
self is presented to the world. Such is  the case with the black child and 
the vdiite interviewer. The young child attempts to construe the world in 
terms which he assumes are relevant to the te s te r 's  expectations or the 
rea litie s  of the situation as he perceives them; this is  not an invalid 
response, but we should be careful in generalising from te s ts  in which 
the situation i ts e lf  may have been an important determinant of response.
In this interesting fie ld  of developing tests of self-conception 
relevant for very young children I hope to do more work. The adaptation 
of the Z iller method that I have used in the empirical work reported in 
the present thesis may be a useful s ta rt in tliis work.
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CHAPTER 5
SELF-ESTEEM M R  SELF-CON CEP.I1 IN BLACK CHILDREN AND APPLES CENTS 
Self-Esteem and Self-Concept in Black Americans
Until recently, any reader of the literature on the psychosocial 
functioning of blacks in America', could not help but be overcome by the 
overwhelming pointer to a race of people doomed to a life  of poor self 
concept, poor self esteem and a ’foreclosed* identity. On'the basis of 
the view of the ’’caste-like" relationship between blacks and whites 
(Sutherland, 1942), lack of status, economic insecurity, discrimination, 
social isolation, feelings of rejection, isolation, poweriessneos, and 
inadequacy, investigators from the 1940s to the 1 960s showed where blacks 
would inevitably come to think of themselves as inferior to whites. Thus 
Kardiner and Ovesey in The Mark of Oppression (1951) argued that the 
adaptation of the black individual " . . .  is  oriented toward the discrimina­
tion he suffers and the consequences of th is discrimination for the self- 
referential aspeots of his social orientation”. In other words, as blacks 
are continually perceiving negative images of themselves through the 
reactions of others (presumably whites) to them, their se lf concept and 
esteem cannot but suffer. At one extreme, th is results in passivity and 
resigned acceptance; qpd at the other extreme, to open expressions of rage 
and aggression (G-rier and Cobbs, 1 968). The former is assumed to be the 
most common as given white superiority, the la tte r  would be met with- 
retaliatory  aggression. Pettigrew (1964), onreaching similar conclusions 
to those of Kardiner and Ovesey remarked "the personality consequences of 
this situation can be devastating - confusion of self identity, lowered 
self esteem, perception of the world as a hostile place and serious sex- 
role conflicts".
Given a l l  of the above, what hope has the black child of developing 
positive attitudes towards himself or his own racial group? The findings 
of Clark and Clark (1947); Radyke and Trager (1950); Morland (1963) point
to the tendency of young black children to identify with the majority 
group (whites) .and reject their own racial group. Inferences from these 
studies suggest that feelings of inadequacy, self doubt an.d self rejection 
are also likely to be present in such children. Among reports of children 
studied one finds comments such as "color casts a shadow faint or strong 
over the lives of these children . . .  " (Goodman, 1962). Coopersmit'h quotes 
earlier writers who propose of black children that: "They learn early that 
the world is  white and they are black . . .  that beauty, success and status 
a l l  wear a white skin"; "They acquire an awareness of stigma . . .  a handicap 
which disqualifies them from fu ll social acceptance"; "By resisting identifica­
tion with their own racial group and with parents evon young Negro children 
experience ego-deflation and loss of self esteem". Other writers suggest 
that from age four onwards black children prefer to model themselves after 
others who closely mirror the white ideal (Asher and Allen,. 1969; Asubel,
1959; Brody, 1963; Clark and Clark, 1947; Davis and Dollard, 1940; Drake 
and Cayton, 1962); that they regard whites as their significant others 
(liardiner and Ovesey, 1951; Pettigrew, 1964; Poussaint and Atkinson, 1970);'. 
and that they sec themselves as being generally "ugly", "unworthy of 
affection" and "bad" (Johnson, 1941; Radky and Trager, 1950).
Deutsch ( i960) claims to have made extensive observation of black 
children and reports that the young black child has a negative view of 
himself, partly from the fact of being black and partly because the wider 
society views him as inferior and so expects inferior performance from 
him, Proshanshy and Nev/ton (1968) show where the black child comes to 
associate black with ‘d irty 1, ‘bad*, and 'ugly' and white with 'clean1,
'nice' and 'good'. This association inevitably leads the child to regard 
Ms racial group as inferior to wliites.
In 1966, Rainwater suggested that i t  is within the crucible of the 
black family that the child comes to perceive himself as being incompetent, 
powerless, inadequate etc. lie remarks: " . . .  in lower class culture human
nature is  conceived ¿is of essentially bad, destructive and immoral and 
consequentlyJ  in the identity  development of the child he is  constantly 
exposed to identity labelling by parents as a bad person". The matriarchal 
structure Of the average black slum family lias been identified as being 
potentially bad for the personality development and behaviour of the black 
child, especially the black male child. This situation, according to 
Rainwater (1966) and Pettigrew (1964) may lead to serious sex-role conflict, 
lowered self esteem and confusion in ooif-identity. Rainwater shows too 
where the black youth is  surrounded by "inappropriate" or "negative" models 
and as such is  unable to think positively of himself or to construe the 
future in a hopeful way. Hauser (1971) points to the long term effects of 
"identity foreclosure" for the young black child. He claims that the 
pessimistic outlook of the black adolescent towards the future together 
with the absence of 'heroes' or the presence of poor ones have much to do 
with one another: "Related to the missing heroes and abundant real failures 
are the dismal and tenuous images of the future. There is  l i t t l e  that is 
desirable and obtainable in the future".
What is clear from some of these pessimistic studies is that the 
black child, along with other members of his race is  psychologically doomed 
to a life  in which 'others' and themselves view the self as irredeemably 
inferior. In fact some investigators were so convinced about such a 
portrait of blacks that anyone failing to f i t  into th is category was likely 
to be suspect. Grier and Cobbs (1968) show that some blacks have in fact 
come to share th is view of their psychological status, and have even come 
to regard their deviation from the norm as indicative of mental illness.
Erikson (1964) and Pettigrew (1964) have warned about the tendency of 
researchers to overgeneralise from incomplete and limited findings about 
black Americans. They argue that not enough was known about the positive 
and negative elements within the black personality and indeed within the 
black community for general statements to be made about the psychological
influence of the black experience on the identity,' self concept and self 
esteem in young blacks. Taylor (1976) in a re-examination of the literatu re 
on the psychosocial development of black children and youth has been very 
c ritic a l of their thesis which appears to be in the vein of " . . .  a member 
of a disparaged and discriminated against social category is  likely to 
internalize the meaning appended to the culture's stereotypes and to the 
social rea litie s  of the way he is  treated, and thus come to conceive of 
himself in cognitive and evaluative terms very similar to the discrediting 
rejection accorded his group by the society's majority" (Gordon, 1969)«
This of course presupposes, according to Mead's (1934) theory, that the 
child has come to regard himself in ways that he thinks his significant 
others see him. Here investigators with this idea in mind unquestionably 
regarded the white majority group as the black child's reference group. In 
Matza's (1964) terms, such scholars had an attitude of "hard determinism" 
toward the problem. The black individual was regarded almost like a 
puppet, unable to manipulate his environment or to select and cultivate 
features of identity he thinks are desirable.
Rosenberg and Simmons (1973) and Nobles (1973) have empirically 
shown how the significant others for the black child are often to be found 
not among the majority white group as previously thought, but in the family 
and among the black community. They liave shown that as long as the cliild 
remains in an environment in which his ethnic group is  in the majority, 
then he is able to perceive <?# himself in very positive ways. His evalua­
tions of himself comes out of comparison with his immediate peers and 
depends 011 the way he is  treated in relation to others in his family and 
community, how his family is  treated relative to others, and how he 
performs in relation to others within his group (Baughman and Dahlstrom, 
1968).
In appraising their evidence relating to the lack of differences 
between the self esteem of the black and white children, Rosenberg and
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Simmons remarked that factors such as poverty, disorganised families, 
rejection of blacks by whites, poor school performance and the low status 
of the black race, did not have the adverse effects as previously assumed»
In fact where being a member of a broken family was the norm, th is seemed 
to have given the cliild some support. lie is  unlikely to be teased about 
his x3°or acadeinic performance or indeed to suffer because of the low status 
to which the white race had assigned Ms group. In this situation the black
-rather
cMld is  likely to attribute the white race*s judgment to wMte irra tiona lity^  
than to black inadequacy. Rosenberg points out too that the black children 
do not believe that the negative stereotypes held generally about their 
race actually axiplies to them as individuals. The author concludes: "By 
such mechanisms as use of a black comparison reference group, individualizing 
interpretation rather than accepting judgments of their grouj), and 
minimizing distinctions in areas in which they are less valued by society 
the black child is able to maintain a level of se lf esteem quite similar 
to that of white cMldron" (Rosenberg and Simmons, 1973).
Co oxier smith (1975) examines the notion of "defences" in relation to 
se lf esteem in blacks, and argues that the self imago and self esteem of 
the black person is  complicated by virtue of being a member of a minority 
groupjthe status of which lias compelled him to maintain separate and often 
conflicting pictures of who he is  and the manner in which he can obtain 
se lf  respect. Because of the Mstory of slavery and the continued 
oxxjectations of whites for deference and conformity on the part of the 
black man, he has had to display an attitude of being virtuous, agreeable 
and capable in order to gain 'resx>ect*. Both Taylor (1973) and 
Coopersmith (1975) have pointed out that this, does not necessarily mean 
that blacks do not feel powerful, independent and assertive, but that 
the ir 'pious' behaviour was simply a facade, presenting a picture that 
bhey did not in fact hold of themselves. For example complacent and 
conforming behaviour found by investigators nay have been a disguise for a
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self image that was depressed, assertive or belligerent. Such a facade 
held by the blo.c]c person (child or adult), has served to protect him from 
harsh treatment but has also on many occasions served to be a source of 
"uncertain identity and uncertain self esteem" (Coopersmith, 1973)« Nobles 
('I 973) remarks that the disparity between overt actions and j^rivate self 
perceptions and evaluations seems true of very many blacks. They have had 
to present a confusing se lf image because of the complexity of difference 
in responses to the black and white community.
Studies of young children which have shown low self esteem and poor 
self-identity  among blacks (Clark, 1969; Cloward and Ohlin, 1960; Proshonsky 
and Nev/ton, 1960; Norland, 1958) but these have also reported the tendency 
of these children to identify more with their own group with age, and a 
strong tendency to "blame the system" for the clisadvantaged position they 
are said to occupy. Rosenberg and Simmons (1973) show that for example, 
the child who did poorly in school tended to defend his image by regarding 
the school marks as unrepresentative of his intelligence, by b e littlin g  
the importance of intelligence as assessed in school and by believing that 
his parents supported him and regarded him as bright in spite of his marks. 
This is clear indication of good appraisal of the self.
Hauser (197'0 and Henderson (1967) point to the lack of ’adequate1
or ’positive’ role models within the lower class black community for black
boys in particular. The assumption is  clear. Positive or adequate models
need of necessity to be middle class (and preferably white) in orientation.
But is  this imago necessary for the lower class child, and in particular
the lower class black cliild? Indeed, Kompor (1968) argues that for the
average black youth, middle class models, black or white, may not be as
useful or effective as someone from among his own group (socio-economic,
racial) who displays possib ilities for achievement and competence. Taylor
(1976) argues that the black youth is  exposed daily to models within his own
community who show attributes of competence inspite of privation and 
adversity.
Baughman and Dahlstrom (19(1‘>) examined the self image of black and
white children in the eighth grade in several southern communities in
America and concluded: "When we turn to the self concepts of these children,
their interview statements about themselves are markedly positive. This is
particularly true for the Negro children • ..  There- was a tendency for more
Negro than white children to say that they were very satisfied  being the
kind of person they were"• Baughman in Black Americans (1971) compared
black and white southern children; Rosenberg (1965) investigated a large
sample, of black youth in a northern city; and McGill et a l reported on a
.allnationwide sample of both black and white youth and/made similar findings 
to those of Bauglnnan and Dalilstrom. Hraba and Grant (1970) also found 
that black children in an in terracial setting are not necessarily white 
oriented.
This pattern of similarly liigh self esteem between black and white 
youngsters appears to persist through teenage years and on to adulthood. 
Rosenberg and Simmons (1973) show a pattern of high 3elf esteem among 
their sample of fifteen-to  nineteen-year-olds. In fact in th is sample, 
blacks were shown to score significantly higher on measures of se lf 
esteem than the ir white counterparts. Gordon (1963) McDonald et a l 
have shown similar findings on their samples of junior college students 
and high school seniors in an area in the south.
Taylor (1976) points to inadequacies and inconsistencies in the 
data on the assessment of black se lf esteem, and remarks that the 
psychological state of blacks is  often compared with "some standard of 
mental health that does not obtain even for whites". lie obtains his 
evidence from McCarthy and Yancey (1971). Research has largely been 
’problem’ orientated and have tended to emphasize the negative aspects of 
the psychosocial development of blacks, using the conduct of whites as the 
norm, and untoward responses of blacks as indications of ’abnormality'.
Many of the studies suffer from weakness in methodology and data analysis,
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lack control groups or control within groups and none investigators have 
baaed their resulta on extremely small samples. Tlie rcnov/nod study by 
Kardiner and Ovesey, Tlie Mark of Oppression (1951), was based on a sample 
of 25, half of the subjects being 'patien ts ' at the time of the study.
Overall then, i t  would appear that there is  very good evidence to 
suggest that the self esteem of blacks in America is  in general as good
as that found among their white counterparts. There is  evidence too that
*
this positive conception of the self does not diminish aftbr the childhood 
years but that there is increased tendency for the black child to identify 
more with his group. That factors such as poverty, rejection by whites, 
family disorganisation, low status of the black race and poor school 
performance should lead the black child to devalue himself, Bias largely 
been unfounded assumption. What recent evidence does show is that what 
undoubtedly affects how the child regards Ms self image is  what his 
significant others, that is ,  those with whom he interacts on a daily basis 
(parents, teachers, members of the black community) think of him.
Rosenberg and Simmons suggest that i f  the significant others like the 
cMld, respect him and have favourable opinions of Mm, then there is  very 
l i t t l e  doubt that a healthy self esteem will be established.
We should note too that there are a number of studies from America 
showing that adult blacks do have poorer self-esteem relative to whites 
(Kaplan, 1973 and 1975; Jacques, 197^; Clements and Sauer, 197^)* We can 
interpret these findings as meaning either that blacks who were adults 
when the revolution of "black consciousness" and the change in wMte 
attitudes and behaviour took place in the 1 960s are s t i l l  suffering the 
legacies both of institutionalised raoism, and internalized self-derogationj 
or that adult blacks have different problems to solve, and are more exposed 
to the competitive world of employment in which race i 3 s t i l l  to some 
extent a disadvantaging factor. St. John (1971) i n an important paper 
shows that in the long run having been to an integrated school deads to
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higher levels of self-esteem in young adult blacks, compared with blacks 
who have boon to all-black school) s. The ultimately important factor is 
the level of achievement, wliich in turn leads to greater economio success*. 
And, as Clements and Saur (197&) show, lack of occupational success is  a 
major cause of dissatisfaction with the se lf in adult blacks* Ruhe and 
Eatman (1977) show in fact that an integrated work situation can lead to 
enhanced self-esteem in blacks* An all-black culture may protect i ts  
members against both white racism and competitive capitalism: but a ll too 
often the price is  one of relative poverty,
Gordon (1972) reinforces th is point in his study of a large sample 
of blacks in the north eastern U.S.A. Overall, blacks had significantly 
poorer self-esteem levels than whites; but occupational aspiration and 
expectation of success was a stronger determinant of self-esteem than was 
race. The experience of occupational success leads to better self-esteem. 
And no one has yet argued that blacks do not want, or need occupational 
success, and i ts  concomitant, educational success. The paradox of the 
much-quoted Rosenberg and Simmons study is  that the average level of 
achievement of the high-self esteem blacks in non-integrated schools was 
significantly poorer than that of the high achieving blacks (with less 
self-esteem) in integrated schools.
The general conclusion is  that despite poverty and the sufferings 
caused by racism, blacks have managed to protect themselves psychologically 
through a culture which lias largely been ignored by whites. This has been 
true from the days of slavery onwards, as Gonovese's masterful survey of 
life  under slavery in America makes clear (Genovese, 1974)* Added to this 
"positive sub-cultural identity" is a genuine increase in black conscious­
ness and positive evaluation of blackness which was pioneered by Malcolm X 
and others in the early 19^0s. Malcolm X spoke up for the f i r s t  time, 
publicly at least, for "The beauty, and the worth, of blackness . . .  The 
legitimacy of defending oneself, by any means including violence. The
irrelevance of integration for the black poor, and the self-loathing • 
implied in hogging for i t  . . .  The necessity of confronting power with power. 
The urgency of black control of the black community". (Goldman, 1974)» 
According to  Goldman, his biographer, Malcolm X declared tha t, "Onoe we 
accept ourselves, we're acceptable to everyone",. lie called in short for an 
end to self-hatred with which black Americans, conditioned by history and 
contemporary white European aesthetic and cultural values, had come to 
regard themselves. Malcolm X knew that there was an alternative, viable 
black culture wliich protected black people, just as i t  had protected black 
slaves. But he know too that there was considerable ambiguity amongst 
blacks on the primacy and the legitimacy of that culture. White culture 
ruled, everyone knew that. To join white oulture was to join i t  on second 
class terms.
Things changed, dramatically and paradoxically, as a result of the 
black power movement stimulated by Michael X. White America only made 
concessions, and acknowledged the sleeping creed of equality of opportunity, 
afte r the growing black power movement had forced such change upon them. 
Then, and only then has i t  become feasible for blacks to enter an 
integrated society on equal terms with whites. Pettigrew's goal (1972) of 
"true integration" (as opposed to "false integration" in which blacks are 
subordinate to whites, and "ghettoization" in which blacks through separate 
are s t i l l  economically inferior to whites) appears to have been brought 
nearer by the changes in America which have come about in the late 1960s 
and early 1970s.
Indirect indices of identity, such as the use of hair-straighteners 
and skin-bleaches by American blacks, have shown a marked change in America 
since 1969 (Condie and Christiansen, 1977)» The authors suggest that hair- 
straightening and slcin-lightening represented a rejection of black physical 
characteristic, and an identification with whites. I t  is  apparent too that 
favourable change in racial identification lias been accompanied by an
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increase in self-esteem amongst blacks (Polite et a l , 1974)* In Conger’s
(1977) model, black pride reduces alienation from the self, and enhances 
self-esteem in other areas. The battle  which American blacks have been 
fighting is  not yet over. I t  is  clear that many vestiges of institu tional 
racism remain, not the least of which is  the de facto segregation practised 
in Northern cities such as Chicago and Boston, and the continuing legacy of 
poverty and unemployment (Wayson, 1973; G-latt and King, 1973). Black 
Americans, Baughman (1971) suggests,‘s t i l l  pay a high price in other areas 
of personality for the degree of self-respect and self-esteem which they 
have retained in the fhce of oppressive white racism. This is  brought out 
clearly in Hunt and Hunt’s (1977) reanalysis of the data collected by 
Rosenberg and Simmons on 1,917 Maryland adolescents. The limits note the 
paradox in this 3tudy - blacks have poorer school performance, but slightly  
higher self-esteem than whites. What effectively happens is  that peers 
support the black child in the non-integrated school in accepting lower 
standards of success. In a sense, success is  devalued, and poverty and 
counterculture alternatives are idealized. But there is a price to pay 
for th is . While white boys in the Rosenberg and Simmons survey appeared 
to develop a highly integrated and focused identity, the black boys’ 
se lf-attitudes focused increasingly with age around differentiated 
aspects of identity. In such a.pattern - with esteem remaining conventional 
in i t s  grounding, and sense of personal power showing the clearest movement 
towards a compensatory self-esteem (located in the shadow of counter 
culture), other identity  commitments, Including that towards sex-role, 
became less clear. The whole pattern of identity was indeed dualistic and 
somewhat fragmented, and seemed to have developed to enable black boys to 
deal with cultural dualities by avoiding a clear withdrawal from 
conventional values and identity options, while moving partia lly  in the 
direction of accommodation to restric ted  opportunities to achieve these 
goals.
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Wlint tho long-to rm so quo In of this "fragmented identity" is in black 
boys is d ifficu lt to say, but the finding is  certainly compatible with 
Hauser’s (1971) view that' some black youths have "premature identity fore­
closure". I t  is  possible that high self-esteem in black youth relates to 
an aspect of the se lf , the se lf presented to everyday life  and indeed to 
white researchers; but the identity foundations of this presented se lf my 
give cause for concern. I t  is  worth noting too, that v irtually  a l l  the 
major studies of black self-esteem in America have been carried out on 
males. . But one study of a large sample of both males and females (Datesman 
et a l , 1975) has shown black females in certain situations, to have particu­
larly  low self-esteem. Some supportive evidence comes from the s tudy by 
Burbach find Bridgeman (1976), which showed that eleven-year-old black 
females have the poorest self-esteem of a ll  groups tested.
Studios of attitudes to se lf  and. to one’s 0wn ethnic group in 
children aged less than seven in America have produced less optimistic 
results than those with older, especially adolescent children. Although 
in the previously quoted study by fox and Jordan (1971) of young children 
in New York, a majority of black children evaluated black positively, 
nevertheless a significant minority s t i l l  evaluated white positively (and 
by implication themselves, negatively). Such negative evaluation of se lf  
characteristics is  not due to a failure of black children to identify 
themselves as black. Indeed, young black children are .considerably more 
aware of their -ethnicity than are white children (feinman and Entwistle, 
1976). Tills heightened conscious of ethnicity is  presumably a function of 
minority group status.
In the most; recent American replication of tho Clark and Clark doll 
studies, Moore (1976) studied a population of black five-year-olds in the 
raid-west, and found that kd per cent expressed a preference for the white 
doll, while- 40 per cent had negative perception of the black doll. Somewhat 
similar findings were made by McAdoo (1970) in a study with black pre­
schoolers in the rural south. .Sciarra (1972) concluded from his study of
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tlie acceptance of blackness in black boys in a mid-western city that,
"This study strongly supports pas I; findings which have validated the denial 
of color among negroes and the espousal of a model which is  nearer in 
appearance to the majority white group. The findings seem to indicate 
that tho slogan,”f'Black is  •Beautiful1’ is  more a concept in rhetoric than 
in actuality; that is  the degree to which th is cultural concept has been 
internalised by the subjects in  this study . . .  ”
Soraewhqt similar conclusions have emerged from the studies by 
Williams and Morland (197$) using the Colour Meanings Test and the Pre- 
School Racial Attitudes Measure, which require young children to evaluate 
various objects and people of different colours. At least half of the 
black subjects had strong white biases in the ir evaluations. Williams and 
Morland are among the few authors of the many studies in th is area who 
control for race of the examiner. One wonders - were the Clarks black, or 
white? And what difference would i t  make to results i f  small children are 
tested by a blade, rather than a white researcher? Clearly the possibility 
exists, as Cummings and Carrere (1976) have asserted, that the researches 
of many white investigators in th is f ie ld  have employed ethnocentric and 
racially  biased methods, and have in burn come to ethnocentric biases in 
their conclusions.
Gordon (1974) concluded her review of litera tu re  on the self-concept 
of black Americans with the suggestion that tho methodology of many 
studies in this area was open to question, and indeed many researchers 
might find what they were looking for, rather than what was really there. 
Put another way, children might ta ilo r  the ir responsea according to the 
assumed needs of the researcher, black or white. Tints might explain the 
uneven pattern of findings, sometimes contradicting one another, in th is 
fie ld . Recent work by Williams and Morland (197^) is  welcome because i t  
overcomes many of these methodological biases with the development of a 
carefully standardised instrument. The recent work of Chang (1976) is
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also welcome 011 methodological grounds. She found that "blade" children 
in integrated schools had significantly bo liter soIf-concepts than children 
in non-intcgrated schools<> But th is interesting finding is  probably 
explained by the fact that many of these bla'ck children were in fact the 
children of mixed marriages, a growing phenomenon in America (Chang, 197t-)• 
In a theoretical review of self-evaluation in blacks and whites in 
America, Heiss and Owens (1972) pointed to three explanations for the 
variations observed between groups: (1 ) variations in the significant 
others for different ethnic groups; (2) the degree to which any ethnic 
minority has subcultural or countercultural values and standards; and 
(3) the degree to which an etlinic group has "unmasked" the source of i ts  
alienation or deprivation, and does not indulge in self-blame for a 
depressed socioeconomic condition* We would add a fourth possibility - 
that many studies do not control for race of te s te r, plus the artefacts of 
interpretation which could affect many studies using thematic material* 
finally , we can conclude from this review of American studies of 
identity, solf-ooncept, self-esteem and solf-o?valuation, that:
(a) In contrast to earlier studies, a substantial number of studies have 
shown that blaok children, especially adolescents, do not have significantly 
poorer self-esteem than white children. Indeed, blacks in all-black 
schools have significantly better self-esteem than blacks in integrated 
schools*
(b) However, th is self-esteem which may be due to an increase in black
consciousness in the 1960s, with an accompanying reappraisal of black
people and institu tions; or indeed, may always have been present in black
subcultures, is not without i ts  cost. The global identity of blacks,
including that of blacks in non-integrated schools may suffer from a
certain fragmentation. Longer term research suggests that educational
and occupational success which is  achieved by blacks in integrated schools
is  a more potent factor in lifelong self-esteem, and the successful 
resolution of the successive identity  "crises" described by Erikson.
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(c) Studies' of group and persons I. e valuation in young black cliildren in 
America show a clear improvement over time* Nevertheless, a substantial 
minority of black children in some studies, and a majority in other studies, 
s t i l l  evaluate white positively, and black (or themselves) negatively* 
Williams and Morland (19735, p*297) stress that such findings should not 
be taken to imply "self hatred" in black children; they are simply picking 
up the dominant messages from the culture in which they live (be that 
culture black or white). However, " . . .  we have seen that a pro-Euro 
attitude appears to persist long after the observed changes in rac ia l 
identification and preference, and does not become pro-Afro un til the 
teenage years. This seems to portend a problem of self-esteem for the 
school age Afro child who identifies with, and chooses to associate v/ith, 
a racial group which he s t i l l  evaluates somewhat negatively, relative to ■ 
the majority racial group" (p .258).
The problem for the adolescent black child is  not that of self-esteem 
as such, but that of integrating that self-esteem within a secure and 
non-fragmented global identity, wlxich can withstand stress and t r i a l  and 
which is not arrested, as Erikson might have i t ,  at the "black is  
beautiful" stage. Put most brutally, there is a danger of a fixation at 
the level of adolescent narcissism. The problem for blaelc educators and 
social workers is that of establishing an identity which is  broad, strong 
and flexible, rather than narrow and perhaps b r i t t le .
Ethni c and Self-Evaluation in Jamaica
In his cartographic account of the history and social structure of. 
Jamaica, Colin Clarke (1974) presents a to lling diagram of "race and 
status in Jamaica" (p.20). Three pyramidal diagrams represent class and 
colour gradations at three points in time, 1000 during slavery, 1850 a few 
years after emancipation, and in .1970, eight years after independence from 
Britain. What is  remarkable is  that the design of these three pyramids is  
virtually the same at these three points in time. Prom the base of the
pyramid up to a point covering sòme three-quarters of i t s  area blacks are 
represented - slaves in 1800, and the lower classes in 1850 and 1970« Ih 
the upper central band of the pyramid the "free-ooloure&s" (descendants of 
unions between masters and slaves) are represented; in 1850 and 1970 the 
descendants of these free-ooloureds (the overseers and the artisans of the 
slave period) have become the middle classes. At a ll three points in time 
whites occupy the peak of the pyramid, in the same proportion - less than 
five per cent of the population. In 1800 they were plantation owners. In 
1850 and 1970 they were the upper classes, the power e l ite . The only 
noticeable changes in 1970 were that a small group of East Indians (brought 
in to work on the plantations after emancipation) now occupy the very 
lowest strata  of society, and even smaller groups of Chinese and Syrians 
have joined the middle class group, mainly as traders, but with some 
penetration of the upper class. Both Michael Manley the current prime 
minister, and Edward Seaga the former prime minister and opposition leader, 
are of Syrian descent, and are in fact re la ted  to one another. As Clarke 
says, "Since emancipation in 1834, Jamaica has experienced no legal colour 
bar. However, the ’white bias’ has remained important, socially, psycho­
logically and symbolically" (1974, p .20). Colour remained as an almost 
caste-like distinction up to emancipation from British colonial rule in 
1962. Until then many private schools, for example, would admit only 
white' or light-skinned pupils.
The most comprehensive account of the significance of colour in 
Jamaican society is  Fernando Henriques’ Family and Colour in Jamaica. This 
was f ir s t  published in 1933 and reprinted in 1968. In his foreword to the 
1968 edition Henriques writes that, "I feel that much of the basic material 
of the book remains as valid as i t  ever was . . .  In ny opinion the changes 
which have occurred have le f t the basic institutions of the society 
unchanged" (p.17)« experience as a Jamaican also indicates that 
Henriques’ account is  a valid one.
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Ilenriques writes of class conflict in Jamaica that: "Where a hybrid 
population is  created through concubinage or marriage the confliot is  
intensified as i t  now has a physical basis. The mentality of the hybrid is 
governed by the fact that he may experience rejection from both groups, 
native and ruler . . .  The coloured person in the West Indies represents a ' 
unique phenomenon in the hybrid world. He is  generally almost entirely 
ignorant of African culture and despises what l i t t l e  he does know as being 
primitive and connected with the undesirable, that is  the black. Aocording 
to his colour he is the prey to much anxiety as to whether he will be able 
to achieve or has achieved by the white minority’' (p .53)« ^he devaluation 
of an African identity, including the devaluation of blackness is  part of 
the value system of the black lower classes in Jamaica, who by and large 
accept the legitimacy of the system which emphasizes fa ir  skin and white 
physical features. The devaluation of blackness is embedded in.the 
language of Jamaica (see Chapter^ of thesis, on language and identity in 
Jamaica).
Micro status systems at the village and the family level place much 
emphasis on physical appearance, for instance, a person might exhibit 
European-like features, but his hair might be more African than European.
In such a case,Ilenriques argues, his colour status in the society would be 
determined by the colour of his skin. This individual would rank above a 
person whose features were more African. A dark person with ’good1 
features ranks above a fa ir  person with ’bad’ hair and features. Henriques 
points out that Jamaican fa ir  women are acutely conscious of the slightest 
possible change in their skin colour. In the average family, both black 
and coloured, the semantics of colour are sa lien t. "Ugly" is  synonymous 
with black; "nice" hair means lig h t, curly hair while "bad" hair is  negro 
hair; i f  one child in a family is  fairer than the rest he is favoured, not 
only in everyday rewards, but is singled out for education; oven in the 
lower class black f  arnily, fiir  characteristics are revered, and Africans are
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seen as a distant, untrustworthy people practising vorious forms of 
heathenism, including cannibalism« Although many African social customs 
survive in Jamaica, they are never recognised as such, and the memory of 
an African ancestry as such is  painful to the people, suppressed or 
denigrated.
"Marrying fair" is a means of social mobility; a family in which a 
fa ir  child is  bom feels i t  lias both a social and economic asset; "Behaviour 
within families of a ll  colours and classes illu stra tes  the depth of colour 
feeling. If, as often happens, the children in one family are of different 
shades of colour, the most lightly  coloured w ill be favoured at the expense 
of others, from adolescence to marriage the darker members of the family 
w ill be kept out of the way when the friends of the fa ir  or fa ire r  members 
of the family are being entertained. The fa ir  child is  regarded as the 
best, asset of the family, and nothing must be put in the way of i t s  success 
in the form of marriage which w ill raise  the colour status of the next 
generation" (ilenriques, 1968, p.6l).- Ilenriques wrote th is passage in 
1933; in my opinion i t  is  s t i l l  a relevant comment on the Jamaioan rural 
family 23 years la te r , in 1978« In my own family, for instance, there is 
a major division between the 'f a i r ' branch, and the ’dark’ branch (I belong 
to the la tte r) .
Henriques interviewed a cross-section of 200 lower class individuals 
and reports them a3 saying, ’Colour affects the job you get’ ; ‘Colour 
certainly helps as regards a job’ ; ’I f  I were fairer I would get a better 
job’ ; ’fa ir  people get a better job in Jamaica’ ; 'I f  you have a l i t t l e  
’cleaner' colour you may get through quicker than the black one'.
Today i t  is  easier for an educated black person to obtain 
professional employment in Jamaica, but s t i l l  many commercial organisations 
only employ fa ir, Syrian or Chinese people in positions which directly 
deal with the public. Educational success n.3 a necessary, but by no means 
a sufficient requirement for upward mobility by a black man. But the
educational system its e lf  is  s t i l l  largely ascriptive, and from the age of 
seven children are rigidly'streamed on the basis of colour, class and sex.• 
The lower streams in primary schools are almost exclusively occupied by 
lower-class, black boys. Gdrling (1974) carried out observational studies 
in primary schools in rural and urban areas of Jamaica, and showed that 
teachers interacted with certain pupils in ways which favoured them. At 
the same time, other pupils (boys, lower class children, and black children) 
were interacted with on a less favourable basis, and in ways which 
„depressed their academic achievement. Despite this strong basis of 
ascription in the educational system, the large majority of ordinary 
people s t i l l  accept that educational failure is the fau lt of the individual, 
rather than of the system (foner, 1973)  ^ Kupcr (1976) argues that the 
manifest failure of lower class black children in the educational system 
is  seen as a factor justifying the existing status and privilege of fa ir 
people. This ideology is  s t i l l  shared by a ll classes (apart from the 
highly deviant religious sect of Rastifarianism, which rejects the values 
of striving, and of conventional education),- and the black, lower classes 
see their lack of educational success as largely their own fau lt.
Ironically, their lack of success is a direct: result of both discrimination 
by the light-coloured'middle classes, and self-discrimination - 
self-acceptancc of the value that black is  bad, and undesirable.
No studies have been carried out in Jamaica (nor indeed in any 
British-speaking Caribbean country) which I can discover, on self-perception, 
self-regard, self-esteem, identity, or evaluation of personal ethnic 
characteristics which has used young children as subjects. A number of 
studies have however been carried out on older children, and in particular 
on adolescents and older students. These are worth reviewing, since they 
point to a devaluation of ethnic identity which almost certainly had i ts  
roots in early childhood socialization.
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Vernon (1969) in his monograph Intelligence and Cultural Environment
which compared aspects of cognitive functioning in cultures in Africa,
Europe, North America and the Caribbean, included in his te s t battery the
Goodenough Draw-a-Man te s t, which has sometimes been used as a test of
racial identification (see Chapter 3)* Vernon1s fieldwork was carried out
in 1963, and included samples (boys aged 1Og to 11 years) from both rural
and urban areas. Vernon noticed considerable differences in the ab ility
b
to draw a man between ur^an and rural samples. Urban children had a much 
more sophisticated drawing ab ility  than rural children. But both urban 
and rural children were similar in that, "not a single drawing attempted to 
portray skin colour or other local cultural features, apart from 
occasional palm trees” (Vernon, 1969, pp.173~1Ih) • Vernon does nob go 
into such detail about the G-oodenough drawings of his Ugandan, Eskimo and 
An erican Indian subjects, but i t  is  clear that the figures drawn by both 
Ugandan and Eskimo boys displayed considerably more sophistication than 
those drawn by Jamaican boys.
Phillips (1973) in his monograph Adolescence in Jamaicamentions a 
number of studies of self-concept in adolescents, including his own work, 
and unpublished thesis work. King (cited by H iillips, 1973) asked 200 
12- to 13-year-old boys and girls a t a junior secondary school in the 
urban areas of Kingston, Jamaica, to write freely on the topic, "All the 
tilings I like about myself and a ll the things I dislike about myself". 
Analysis of the responses showed, that physical self was the most frequently 
mentioned of the categories used by those pupils. Witliin the category 
of "physical self" most concern was expressed with ’skin-colour* which 
seemed to include a l l  the' race-related physical characteristics, including 
actual skin colour, hair, nose and lips. ICing observes that " . . .  this 
reflects the shade and race consciousness which is  so pervasively a part 
of the Jamaican and West Indian psychological make-up". Considerable 
ambiguity was expressed by these adolescents - they took pride in the ir
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blackness, bub they yearned for long straight hair, a straight nose and, 
sometimes, blue eyes. One g irl wished her 'hair was straight down the 
back like the Chinese or East Indian', and ms glad that she was not 'fa t 
and black1. Again a 15-year-old boy wrote, ' I  am black and I wish I could 
be born again and become a l i t t l e  clearer'. A 1 A-year-old g irl wrote,
’The tiling I would like to do is  to be hoi'll over, and have ta l l  ¿flong^y7 
hair, blue eyes, and to be white’ •
Phillips (1973) reports a study carried out with students at a 
teacher training college carried out in the early 1960s. Subjects were 
asked to complete informal essays on the topics "I myself; the person I 
think I  am; the person others think I am; the person I  should like to be".
A comparison with similar responses of English students at training 
college in England indicated that the Jamaican students tended to be more 
uncritical and laudatory concerning themselves. Phillips accounts for this 
result by explaining that the Jamaican students were in the main drawn 
from advantaged social backgrounds, and were in the main ’fair* rather 
than 'b lack ',. Eew of the ir peers, especially those in rural area3, would ' 
have equalled their achievement. The same could not be said of the English 
teacher trainees. An alternative explanation which Phillips proposes is 
that the Jamaican students were exhibiting defence mechanisms. "Many 
forces have been trying to impress on them a sense of their own inferio rity  
and inadequacy, But they cannot live with a se lf picture as unlovely as 
tliis . So they seek reassurance and internal peace by conceiving themselves 
as much better than they actually are" (p.39)*
Further research is  cited by Phillips which shows that white and 
fair ( i .e . ' high-coloured’ negroes) individuals expressed greatest sa tis­
faction with their self characteristics, followed by those with 'c lear' 
features, and then the brown, dark and black individuals in that orde£r. 
Parallel to th is , the white and fa ir  adolescents had general anxiety scores 
which were significantly lower than those of other groups.
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The most comprehensive studi< ■? of self-concept and self-esteem are 
those of Miller (1969 and 1972). Miller's subjects were 907 boys and girls 
aged 11 to 14 attending high schools and junior secondary sohools in urban 
Kingston. The subjects completed an open-ended description of se lf­
characteristics, with questions such as "What do you like about yourself?" 
and "What do you dislike about your body?" Subjects associated Caucasian, 
characteristics as desirable, and negroid characteristies (hair, skin, lips, 
nose, skin colour) as undesirable: "The stereotype of the beautiful g irl 
is  almost identical to that of the handsome boy in terms of facial features 
and colour. The beautiful g irl has Caucasian features and is Fair and Clear 
in colour, as in the oase of the handsome boy . . .  " (Miller, pp.86-7)*
Miller proposes an interesting theory of the inflation of self­
esteem in his subjects. He suggests that the reaction to an unfavourable 
social environment will be a high self-rating. If , la te r, the individual's 
environment or personal circumstances improve, then the individual will be 
able to accept and admit his inadequacies and his self-rating will be 
somewhat lowered. A change to a very low self-rating may however indicate • 
maladjustment. Miller found tliis to be particularly true of the physical 
aspect of the concept of the se lf, and operated most strongly during 
adolescence.
Phillips (1973) cites further research on occupational status and 
satisfaction with self. Education in Jamaica is  highly valued, and 
educational and occupational success are a major basis of both social 
stratification  and. personal evaluation (Poner, 1973)* Those who succeed 
in the Jamaican educational system (in the main, children from middle 
class families who also have 'f a i r ' physical characteristics) and who 
achieve subsequent occupational success are much more likely to have 
positive self-esteem.
Kathajyn Tidrick (1973) has investigated aspects of evaluation of 
skin colour in 111 students attending the University of the West Indies and
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the College of Art, Science and Technology in Kingston. Subjects were 
shown a picture of either a whit-' adult, or a brown Jamaican adult, and 
were asked to ascribe, by means of a thematic Apperception Test, need for 
achievement to the individual described in the picture. Higher need for 
achievement was attributed to the white rather than the brown figure; 
and light-coloured subjects attributed more need for achievement to the 
white figure than did dark-coloured subjects. At the College of Art, 
Science and Technology, where subjects tended to be both darker, and 
destined for lower level technical qualifications, projected need for 
achievement was les3. The least need for achievement was expressed by 
black students evaluating the dark-coloured subject. Moreover, black 
upper class subjects projected significantly less need for achievement 
than did light upper class subjects. Reviewing th is and other evidence 
Tidrick concludes tha t, "It seems fa ir to say that a persistent white 
bias in Jamaican society contributed substantially to the results".
I t  should be noted that a l l  of these studies, with the exception of 
that of Vernon (1969) have investigated urban subjects in relatively 
advantaged settings. Yet there are considerable rural-urban differences 
in Jamaica; 77 per cent of the population æe black Africans, and this 
ethnic group is both economically disadvantaged and disproportionately 
rural dwelling. L'lany of the subjects studied by Phillips, Md.ller and 
Tidrick were not African, but of mixed ancestry; given the patterns of 
racial disadvantage endemic in Jamaican social structure, these subjects 
are likely also to come from relatively advantaged backgrounds. The 
research by Foner (1973) and Kuper (1976) suggest that rural Africans 
evaluate themselves according to the dominant standards of the coloured 
or 'f a i r ’ ruling class. We would expect (other tilings being equal) that 
black'Jamaicans living in rural areas w ill s t i l l  possess the detrimental 
attitudes to themselves and their ethnicity which are the legacy of 
colonial domination, and a stra tification  system based on,colour.
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David Lowenthal (1967),comparing a number of West Indian societies, 
indicates that the rig id ity  of the ola3s/colour system in Jamaica meant 
that virtually the only way to achieve occupational arid educational 
advancement was to emigrate. In consequence, many black, rural people have 
le ft Jamaica for Britain, Canada and America. In nry own case, for example, 
i t  was unthinkable that a g irl from a black family in rural Jamaica should 
go to the University of the West Indies. Like my brothers and sis te rs , my 
access to higher education has been in institutions outside the island. 
Nancy Doner (1977) discussing the adaptation of young Jamaicans in Britain 
also found that the majority of migrants to Britain came from rural areas, 
and came from lower status families.
Doner suggests that, "Black skin has long been devalued in Jamaica. 
This stems from Jamaica’s history as a plantation colony based on African 
slavery . . .  White bias has permeated the entire society since the 
eighteenth century . . .  I  would argue that i t  is  mainly because being black 
stands for being poor in Jamaica that so many black Jamaicans place a 
negative value on black skin" (Doner, 1977). As she makes clear, this 
diagnosis held true until very recent times. What is  important, I  think, 
is that the parents of Jamaican cliildren in British schools today grew up 
in a society which devalued blackness; that devaluation was accepted by 
the vast majority of blacks, who themselves formed the majority of the 
population. Unlike America, the mystifying ideology of the inferiority  
of blackness s t i l l  lias a powerful hold.
Self-Esteem and Self-Concept in Black Children and Adolescents in Bri t ain
In the previous section I have tried  to show that the ideology of 
the inferiority  of blackness has had a powerful hold in Jamaican social 
structure, and s t i l l  affects much of everyday interactions of Jamaicans. 
Black Jamaicans who came to Britain (where they comprise between 60 and 80 
per cent of blacks in London, varying according to area - Bagley, 1975;
C.R.C., 1977) have faced considerable racial discrimination. This
discrimination in based 011 skin of'lour, not on. lack of familiarity with, 
British colour, as the P.E.P. ■situation te s ts 1 make clear (McIntosh and 
Smith, 1974). Yet the very facb of experiencing such open discrimination 
has made many blacks realise the clearly racialist nature of English 
society. As Eoner (1977) writes, "Much of the mystique of whiteness to 
Jamaicans has in fact been undermined in England. Jamaicans face such 
widespread discrimination in England, and because white skin is  no longer 
necessarily linked witli other attributes of status and power, Jamaican 
migrants are not so awed by whiteness in England. While the whites 
encountered in Jamaica were usually in positions of prestige and authority, 
in England they are nearly a l l  members of the working olass .• . Jamaicans 
seem to be less deferential to whites generally in England - including 
high status whites - than they were in Jamaica. And because they receive 
unequal treatment on the basis of their skin colour, a good number are, 
for the f ir s t  time, seriously challenging the inferiority  of blackness".
In her interesting analysis, the anthropologist Eoner suggests 
further that the move to England, has, for the f ir s t  generation of 
Jamaican migrants, led to the emergence of new cultural and social patterns -  
a kind of creolisation. The meaning of two cultural symbols, education 
and black skin, as well as patterns of family l if e ,  are not the same as 
they were in Jamaica; but neither are they the same as those found among 
English people. Neither Jamaican nor fully English, they often look to 
their blackness as a basis for identification. Other tilings being equal, 
we would expect the ethnic self-evaluation of Jamaicans (and indeed, of 
other West Indian migrants in Britain) to change over time, as their 
identity reference points change.
A number of British studies have used doll or picture choice to 
investigate racial identification and preferences in young, children 
(Pushkin, 1967; Marsh, 1970; Laishley, 1971; Miner, 1972). The studies 
of Puslikin and of Laishley have been concerned however with the development
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■ of prejudice and otlmocontricism ,iu wliite children* Pushkin studied
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children aged: 3 to 7 | i Ji three London d istric ts  which varied in the number . 
of black residents and in the amount of racial tension in the area. He 
found that in doll choice tests the white children's dislike of the black 
dolls rose sharply with age, with the sharpest increase in the sixth year. 
The per cent of children rejecting the black dolls in various projective 
situations rose from 9 per cent at age three, to 27 per cent at age six, 
and 56 per cent at age 7* Moreover, rejection seemed to reflect recent 
experience of interaction with black children. Contact in an area more 
pervaded by racial tensions and adult hostility  seemed to engender more 
hostility  in the children, who were presumably reflecting adult views of 
blacks. As one six-year-old boy told Pushkin, when offered the Choice of 
s ittin g  himself (as the white doll) next to the black doll, "If I have to . 
s i t  near him I ’l l  have a nervous breakdown," (Puslikin and Veness, 1973)*
What is  interesting in terms of the present review is the reaction of the 
black children wiio had to interact with these white children who were 
learning the norms of prejudice. Pushkin does not give very much informa- • 
t.ion on th is topic, and we are le f t to speculate whether the rejected 
black children accepted th is evaluation of themselves, or whether’-there 
was any incipient development of black identity as a countijr to white 
racism.
I t  is clear that bhc forces of racism in Britain lmve had a stressful 
effect on West Indian family l ife . Because of zvacial discrimination in 
both employment (which limits income available to spend on housing) and 
in housing i ts e lf  (denial of access to the subsidised public housing 
occupied by nearly a third of the British population) Commonwealth immi­
grant 0 have perforce settled in the most depressed city areas. For children 
this means attending schools whose buildings are old, poorly equipped,* 
i l l —served by teachers, and attended by lower class white, children whose 
attitude to education is  i ts e lf  one born of alienation.
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Because of the problems of low income and the high cost of housing, 
many West Indian mothers with young children work long hours. . In a London 
study of mothers with children of school age, four-fifths of West Indian 
mothers were in employment, compared with a half of English mothers with 
children in the same schools. (Baglcy, 1975)» While their mothers work, 
pre-school children are placed with "daily minders" (nursery school places 
are extremely scarce, and are usually allocated to children of one-parent 
families; about.a f if th  of West Indian households fa ll into this category)#
The reports of conditions in the homes of these minders (Jackson, 
1973) have drawn a picture of as many as ten children kept in one room 
during the whole day in conditions of "Dickensian squalor", and given the 
minimum of cognitive stimulation and emotional care. Jackson estimates 
that at least half of West Indian under-fives are so "minded". The 
mothers of these children have, after work, l i t t l e  time or energy to 
interact with their children in ways which are conducive to normal 
intellectual or emotional growth. This supposition has been corroborated 
by clin ical investigation of 100 West Indian mothers in London (Stroud 
et  a l , 1967)» Many of the mothers in th is study were working in order to 
maintain mortgage payments on poor quality housing; many seemed to be 
clinically  depressed; and many had children with various behaviour 
problems. In 13 of the children studied a curious seIf-denigration 
syndrome was observed, which transcended the observed tendency of black 
children in Britain to disparage their ethnic identity (Milner, 1972)•
The 13 pre-school children in Stroud, and Moody’s series had developed 
aggressive tendencies towards children darker than themselves, and 
regarded themselves as actually being pale or white.
Another syndrome was observed by Prince (1967) in a study from 
the same London hospital - that of "pseudo-autism". Twenty-three West 
Indian children were observed who had many of the features of autism - 
aloofness, withdrawal, apathy, loss of speech, and non-response to stimuli.
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However, the condition seemed to ho distinguished from true autism by 
social background factors. Twenty of the mothers were seriously depressed, 
and 1 A of them were working; 17 of the children had been separated from 
their mothers for long periods, and the majority had been "daily minded".
Another London study by Pollaok (1972) of 10A English and 107 West 
Indian three-year-olds in a London general practice has confirmed the 
depressing picture painted by other workers. Two-thirds of the mothers 
of the 75 West Indian children in Pollack’s study were working long hours; 
95 per cent of West Indian children had never had a holiday compared with 
38 per cent of English children; 88 per cent of West Indian children had 
not been on a family outing in the previous four weeks compared with 20 
per cent of English children. The family income and housing conditions of 
the West Indian families were significantly poorer than those of the ir 
English counterparts. The homes of the West Indian children were 
•frequently heated by unguarded paraffin stoves, and no less than 60 per 
cent of the West Indian children had suffered burns, compared with 35 per 
cent of English children. Significantly more black children had suffered ; 
eczema, asthma, or bronchitis (corroborating the ea rlie r  findings of work 
by Hood et a l, 1970). Forty-eight of the 75 West Indian children had at 
some stage been "minded", and four-fifths had experienced more than one 
minder; 11 had been through the hands of four or more minders. According 
to Pollack’s crite ria , only 55 per cent of West Indian mothers, compared 
with 92 per cent of English mothers, were able to give the ir children 
"adequate mothering". Most alarming of a l l ,  the West Indian children had 
significantly lower scores than their English counterparts on scores 
measuring linguistic, adaptive, and personal-social sk ills . Pollack 
concluded: " . . .  i t  is  unusual for there to be any one person to make the 
average West Indian child in this study feel particularly needed and loved. 
He is  not made to feel that he is  a human being in his own right, precious 
to his parents, and with a ll  the dignity which a human being possesses.
Due to the meagreness of contact between him and his parents, he is  
deprived of many of the advantages which a greater degree of personal 
contact can offer. As a result ho develops a weak sense of his own 
identity" (Pollack, 1972, pp.1ij.2~3)*
Weak identity structure is inferred by Pollack and other clinical 
writers: but no psychological studies have direotly measured identity in 
young black children and indeed, such an investigation is  fraught with 
methodological d ifficu lties. Self-esteem and self-concept are also 
difficult, to measure in young children (see Chapter 3)* One apparently 
valid method of measuring self-esteem in young black children is to use a 
measure of self-identification coupled with an evaluation of group (and 
by inference, individual) characteristics. In a doll study for example, 
we can reasonably infer tliat children who know that they are like the 
black doll, or picture, but say that this picture or doll is  bad or 
undesirable are in some way making judgments of some kind about themselves* 
An important British study in th i3 area is  that by Ivlilner (1972) • 
Miner studied 100 West Indian, 100 Indian and Pakistani, and 100 white 
English children aged between five and eight, attending infant and junior 
schools in Brixton and Southall in London. All the children were 
attending multiracial schools. Miner used adaptations of the classic 
doll and picture techniques used by the Clarks and by Morland (see 
Chapter 3). The main areas investigated were Identity (e.g. "Which doll 
looks most like you?"), Preferences (e.g. "Which one do you like best?"), 
and Stereotypes (e.g. "Which one of these two men is  the bad man?").
All of the white children chose the white doll in response to the 
question "Which doll looksmost like you?", but only 52 per cent of the 
black cliildren and 76 per cent of the Asian children made the correct 
choice, choosing the black or brown doll respectively. A similar pattern 
emerged in the family identification tests - 35 per cent of the black 
children, and 20 per cent of the Asian children misidentified either the
’mother1, or ’brother1 or ’s is te r ’ or both. All of the white children 
would "rather be" the white figure; but so would 82 per cent of the black 
children, and 65 per cent of the Asians. In response to questions about 
preferences for different ethnic group figures, six per cent of English, 
children made outgroup choices, while 7*f- per cent of Asian, and ~]2 per 
cent of black children made outgroup ohoices. None of the white children 
had negative stereotypes of their own group; but 65 per cent of Asian 
children, and 72 per cent of black children had negative stereotypes of 
their own group.
These results pose the problem of whether these young black and Asian 
children who failed to identify themselves properly gave such responses 
because they thought they wore white: that is , whether the responses of 
the ethnic minority children were the basis of cognitive confusion which 
results from being a minority group, rather than resulting from group and 
se lf devaluation as such. Miner discounts this possibility however, since 
the children did not show cognitive confusion in other areas. He suggests 
that the pattern of cause is  the other way round: because many ethnic 
minority children evaluate their group in negative terms, they will in 
turn deny that they are black or brown, but will say they are white.
Thus group-evaluation and self-evaluation are intimately linked. Miner 
suggests that th is identification of oneself as. white is  a measure of 
poor self-esteem in his black subjects, and is at the same time a measure 
of a confused identity.
A study using a different methodology but reaching largely similar 
conclusions was carried out with random samples of children in East London 
aged 5 to 10 (Bagley and Coard, 1975) o The subjects were asked, in the 
context of a longer series of questions, "If you could be born again (just 
imagine being born again) how ta l l  would you like to b e ? . . .  (and then 
after several questions about physical characteristics) . . .  What colour 
hair would you choose to have? What colour skin? . . .  " Responses were tape
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recorded, and race of teeter was varied; in fact, no significant differ­
ences between black and white investigators emerged. Eighty-eight per 
cent of the white subjects did not* want to change their skin colour, 
compared with 57 per cent of the 42 black subjects. Sixty per cent of the 
black children wanted to change their skin colour, their hair colour or 
texture, or their eye colour, or a ll  three. The black children in the 
study were also questioned about their knowledge of Africa. The responses 
frequently reflected the cultural stereotypes of colonialism: 'They're 
diseased. They don't live good lives . . .  the people don't wear clothes, 
they live in the jungle . . .  sometimes they have to be servants . . .  i t ' s  
hot. The people are coloured, and they dance about . . .  I  don't like i t .  
People will think that a l l  coloured people are like that". Other questions 
indicated that the West Indian children had l i t t l e  knowledge of their 
Caribbean heritage, or of West Indian heroes such as Marcus Garvey.
Children rejecting their ethnic identity tended to have low scores on a 
te s t of cultural knowledge (concerning Africa and the Caribbean), and 
tended also to be seen as behaviour problems by their teachers. Bagley 
and Coard suggest that aggression expressed in the classroom may result 
from a combination of the alienating influence of a wliite oriented 
curriculum, and poor self-esteem and weak identity formation in some black 
children.
In a study of 10- and 11-year-old black West Indian children attending 
four schools in working class areas in London, Bagley, Bart and Wong (1978) 
found that poor personal and ethnic self-esteem was related to educational 
underachievemcnt, alienation from school, pessimism about the world of 
work, parental authoritarianism, and parents of Jamaican origin.
Conversely, black children whose parents came from Caribbean areas other v
than Jamaica tended, to be better educated, more economically successful, 
less authoritarian, and had children with higher levels of self-esteem.
No direct comparison was made of levels of self-esteem between white and
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black children in those schools, but th is study is interesting because i t  
points to a complex of circumstances which may influence self-esteem and 
identity formation in black children. Children of Jamaican parents seem 
to be in the most depressed circumstances, have the poorest self-esteem, 
and are particularly likely to underachieve. A study of a large population 
of 10-year-olds in London schools (Vaarlam, 1974) lias shown that-West.
Indian children are particularly likely to be seen as being ill-behaved 
by their teachersj and they are also likely to be underfunctioning on 
tests of reading. Vaarlam suggests that failure in reading is  likely to - 
precede the manifest behavioui? disorders which appear to be particularly 
common amongst black children in London schools. This higher proportion 
of ’’behaviour disorders" in West Indian children can be interpreted in 
several ways: i t  can be seen, in clinical terms as a reflection of a 
general pattern of psychological maladaption which includes poor se lf­
esteem and a poorly integrated global identity; or i t  can be seen as a 
rebellious reaction against an alienating school system; or the behaviour 
disorders may be an artefact of the bias in teachers' perception (since 
the instruments used are usually completed by teachers). I t  is  possible 
that a ll  three factors are at work. I t  could be that school i ts e lf  is an 
alienating institution which contributes to the poor self-esteem of many 
black children, and that their incipient behaviour disorder or rebellion 
is  a confirmation of the in i t ia l  prejudices of teachers.
Studies of self-esteem, self-concept and global identity in West 
Indian adolescents in British schools have produced interesting, but 
sometimes conflicting results. Bhatnugar (1970) studied 174 West Indian 
boys and g irls , and 200 Jilnglish adolescents of a oimilfir age attending 
secondary schools in Last London. The West Indian subjects had markedly 
and significantly poorer levels of "adjustment" in comparison with their 
white peers. "Adjustment" was a global measure covering social relations, 
feelings of personal satisfaction, good self-conccpt, and freedom from
anxiety. Adjustment was not found to increase the longer the West Indian 
children had been in the British school system.
M il (1970) used the semantic differential technique to measure a 
variety of evaluations of the self and others in 7-00 English and West 
Indian adolescents sampled from a larger population, attending schools in 
the West Midlands. Although Vfest Indian adolescents did not, in comparison 
with their English peers, tend to devalue themselves, they were much more 
likely than the English subjects to see their home and pa.rents in negative 
terms. Conversely, Wesb Indian subjects saw school in a much more 
favourable light. Tlie West Indian adolescents too expressed 'a  tremendous 
desire’ for whiteness, both for themselves and in their future friends, 
neighbours, and boy or g irl friends,
Pearson (1974) in a study of Leicester found a notable lack of 
social cohesion within the West Indian community, and he observed that 
individualism was a central feature of adaptation: "It lias been shown that 
individualism has often been seen as a psychological phenomenon which 
centres 011 an 'individualistic personality* whioh encourages self-hate, 
marginality and negates the formation o f_meaningful group identities 
which, in turn, encourage communal association" (p*303) • Dove (1974-) 
studied 545 teenagers of various ethnic groups attending three London 
comprehensive schools. She found that West Indian adolescents showed 
muoli more confusion over their ethnic identity than Asian and Qypriot 
adolescents. Dove suggests that confusion over identity should- diminish 
in West Indians over time, especially in those born in Britain. The 
salience of English racism, she suggests should mean that the longer the 
period of residence in Britain, the less the confusion about ethnic 
identity. This'identity would be focussed by racist forces, which deny 
the possibility of the integration of the minority group. M il (1975) 
however in a study of Birmingham adolescents suggests that the longer West 
Indian adolescents have been resident in Britain, the more likely i t  is
that they have high levels of neuroticism as measured by the Eysenck scale, 
in comparison with-their English peers. What is  possible is  tliat a 
prolonged exposure to the forces of English racism has negative rather 
than positive effects on the adaptation, identity and self-esteem of black 
adolescents, especially i f  they form a small minority in a school 
dominated by largely racist ethos.
Lomax (1977) examined self-esteem (by means of a sentence completion 
test) in a large g ir ls ’ secondary school in London. In this school over 
two-thirds of pupils were West Indian, and although these black girls 
were disproportionately allocated to lower streams, they had significantly 
higher levels of self-esteem than the ir white peers. However, West Indian 
girls born in Britain had poorer self-concepts than West Indian gixfLs born 
in the Caribbean. Thus despite the supportive context of a school in 
which the majority of pupils are black, a longer exposure to English 
culture had a depressing effect 011 self-esteem.
Louden (1977) used the measure of self-esteem developed by Rosenberg 
and Simmons (1973) in a study of 375 adolescents from various ethnic 
groups attending secondary schools in the West Midlands, He found tha t, 
overall, there were no significant differences in self-esteem betv/een 
ethnic groups. However, West Indian g irls had higher levels of self­
esteem than Asian g irls , who in turn had higher levels of self-esteem 
than English girls. Louden found that in general, the higher the concentra­
tion of blacks in a school, the higher the levels of self-esteem in the 
black pupils. The relationship was curvilinear however, and i t  was the 
group of West Indians in schools with medium concentrations (between 30 
and 50 per cent of blacks) who had the highest levels of self-esteem.
Louden suggests that a whole variety of factors in the s chool may 
influence self-esteem in various ethnic groups, including the degree to 
will.cl 1 minority groups are insulated from various types of white racism: 
"Broader social forces have operated to place the great bulk of minority
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group adolescents in a racially  insulated environment, and this environ­
ment establishes certain barriers to assault upon feelings of personal 
worth. This is one reason why the self-esteem level of black adolescents 
as a group i 3 not as low as one might otherwise expect . . .  In many cities . 
in this country most black adolescents live their daily lives in essentially 
black worlds and actually have l i t t l e  exposure to white adolescents'* (p.324) • 
Jones (1977)> noting that West Indians are often successful in 
sporting ac tiv ities , examined the hypothesis that success in sport would 
be associated with higher levels of self-esteem in black pupils. The 
subjects of his study were 1,612 English and West Indian adolescents 
attending London secondary schools. The measure of self-esteem he used 
was the 23-item measure of general self-esteem, derived from the Coopersmith 
scale (Bagley and Evan-Wong, 1975). F irst of a l l ,  Jones found that both 
West Indian males and females had .significantly poorer levels of se lf- 
esteem, than tlieir white peers. Jones found that the following items in 
the General Self Esteem scale showed significant differences between West 
Indian males and English males, and between West Indian females and English • 
females: "Ivfy parents expect too much, of me"; "I get easily upset when told 
off"; "There are many times when I fool I would like to leave home"; "My 
parents understand me" (negatively); "I can'b be depended upon"; "I’m 
pretty happy" (negatively); "Things are a ll mixed up in ray life" ; "I often 
feel upset at school"; "No one pays much attention to me at home". The 
items, "I often get discouraged in school" and "I’m a failure", distinguished 
between West Indian boys and English boys only. On the following item, 
both West Indian boys and g irls had significantly better self-esteem tlian 
their white peers: "I'm proud of ny school work". West Indian boys had 
significantly better self esteem than white boys on the items, "I often 
wish I were someone else" and "I can usually take care of myself", while 
West Indian girls had significantly better self-esteem than white girls on 
the items "I often feel ashamed of riyself" and "I spend a lot of time 
daydreaming".
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Jones observed too that the West Indian pupils were much more 
likely than whites to use the sporting and social fa c ilitie s  of the school 
in the evenings, using the school rather than the home as a focus of 
activity . Although West Indian pupils were much more likely than whites 
to be included in school sports teams, and to excel in sport generally, 
tliis success in sport was not correlated with self-esteem levels. Although 
English pupils who excelled at sport had higher levels of self-esteem, 
this was a function of their generally higher stream level. Blacks, even 
those excelling in sport, were generally in lower streams, and i t  was 
probably this stream membership rather than sporting success which was the 
most powerful influence on self-esteem. Those West Indians who were in 
higher streams tended to have levels of solf-osteom which wore equal to 
those of their white peers in the same stream. Jones found that blacks 
involved in sports teams with whites did not as a result increase their 
out-of-school friendships with whites. Moreover, teachers far from 
seeing sporting ab ility  as a positive aspect of West Indian achievement, 
saw th is achievement in sport as part of what they thought was the 
generally aggressive mode of behaviour of black pupils.
The most comprehensive British study of 3clf-cstoem in adolescents 
in different ethnic groups is that carried out by Bagley, Mailick and 
Vcrma (1972) who used the short version Coopersmith Self Esteem Inventory 
(Bagley and Evan-Wong, 1975) in a larger battery of tests administered to 
1 ,400 pupils aged 14 to 16 in 39 schools in urban centres in Britain. Of 
those studied, 141 were West Indian and 137 were Asian. For the ethnic 
minority pupils, two white, English comparison subjects were drawn from 
the same clo.ss. In this way, sex, stream, level of achievement and 
locality  were controlled. The mean levels of self-esteem showed that 
white males had the highest level of self-esteem, followed by black 
females, white females and black males. The black males had significantly 
poorer self-esteem than their white peers, but there was no significant
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difference in level¡3 of self-esterm between black females and white females. 
However, black females had significantly better levels of self-esteem than 
black males.
These researchers also investigated the relationship between the 
number of black pupils in the school, and the level of self-esteem. The 
relationship for males was, as in Louden’s study, curvilinear, with those 
in the school classes with middle levels of ethnic concentration (between 
10 and 29 per cent black) having the-highest levels of self-esteem. The 
relationship'for g irls was linear, with girls in the classrooms of highest 
concentration (more than 30 per cent black) having the highest self-esteem, 
and those in the lowest levels (less than 10 per cent blaoks) having the 
poorest self-esteem. Overall, these relationships were greater than would 
have been expected from chance fluctuation alone.
These various results of children of different ages, in varying 
types of urban and school settings, using a variety of different instru­
ments, have produced varying results. But there is enough evidence to 
indicate that West Indian children and adolescents, especially boys, have * 
problems in coming to terms with a racist society whose pressures are 
such as to devalue their identity, and to depress their levels of personal 
esteem. Those results which show that a group identity (as represented 
by the number of black children in a school) is  protective of self-esteem 
are both interesting and welcome, and suggest some sim ilarity to the 
American situation described by Rosenberg and Simmons (1973).
The British work of Weinreicli (1978) showing problems in global 
identity in West Indian adolescents, and the location of self-esteem in 
particular parts of that identity structure is  paralleled by the American 
work of Hunt and Hunt (1977) who reanalysed the Rosenberg and Simmons data 
and showed a certain fragmentation of identity in black adolescents. As a 
general working hypothesis, I would suggest that the more problems the 
black ohild has had to cope with as he develops (suoh as being ,,nd.ndedu,
■being separated from a parent, living in depressed housing, failing to 
have his linguistic and cultural needs met by his teachers, and rejection 
by white peers) the more problematic w ill be the development of his global 
identity, the more precarious the levels of self-esteem he has attained, 
and the more d ifficu lt i t  w ill be for him to solve the various "identity 
crises" described by Erikson (1968),
Conclusions
In this chapter I have reviewed the findings of empirical studies on 
the self-esteem and self-concept of black children in America and Britain,
The earlier writings of many American psychologists were fu ll of gloom, and 
saw blacks as irredeemably stigmatized by "the mark of oppression", 
symbolized by the ir skin colour. There has been a marked reorientation 
in studies published in the la te  's ix ties and early 'seventies. These more 
recent studies have shown that i t  is  by no means inevitable that black 
children have poorer levels of self-esteem than whites; much depends on 
the social context in which the black cliild finds himself, and who Ills 
significant others are. In addition, the development of the "black pride" 
movement has almost certainly contributed to a reorientation of black 
view3 of the se lf.
Nevertheless, the strong residual effects of negative colour identifica­
tion means that black American children s t i l l  have certain problems to 
contend with in identity development which are qualitatively different 
from those which white children have to face. The ultimate expectation 
of educational and occupational success is  probably an important factor in 
identity development in black adolescents, and subsequent self-actualization 
in adulthood.
The history and social structure of Jamaica has been such that the 
black masses have traditionally revered white values, and indeed, studies 
on self-concept of Jamaican adolescents have indicated that the majority 
of black Jamaicans prefer white or fa ir  physical characteristics.
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In Britain, Jamaican and other West Indian migrants have suffered 
severe racial discrimination,.which has depressed the quality of care 
which mothors can give to the ir children, and this has in turn had adverse 
effects on identity and cognitive development in young black children.
Work by a number of researchers on self-perception has been reviewed; this 
ha3 indicated that black children generally have negative self-perception, 
in comparison with whites. But black adolescents in school classes with 
a high proportion of their ethnic peers do not have poorer self-esteem 
than whites, a finding paralleling some American studies. Work on identity 
development in black adolescents indicates however that growing up in a 
racist society presents them with considerable problems in identity 
development.
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THE EVALUATION OF COLOUR AND THE DEVELOPMENT OF THE COLOUR MEANING- TEST 
AMD THE PRE-SCHOOL RACIAL ATTITUDES MEASURE 
Introduction ,
In this chapter I  shall briefly  review the litera tu re  on colour 
evaluation in various cultures, and the development of John Williams*
Colour Meaning Test (CMC) and the Pre-School Racial Attitudes Measure 
(PRAM) for measuring aspects of the evaluation of colour in young children* 
I t  is  argued that results from the use of these measures reflect both 
ethnocentrioism and pride in the ir own group on the part of white 
children; and the internalisation, of negative stereotypies about colour 
and a devaluation of their own group, on the part of black children. I t '  
is  argued further that the CM? and PRAM are indirect measures of self­
esteem in young black children, and that negative evaluation of blackness 
(and by implication of self-characteristics) constitutes a particular 
problem in the identity development of the black child and adolescent.
The Evaluation of Colour
In Western cultures, the colour black has many negative connotations, 
and indeed the negative symbolism associated not only with black objects 
but with black people as well is  part of Western Christian tradition 
(Bastide,-1967)* "Whether th is negative symbolism results from the symbolic 
rationalisation of power structures in which white people have traditionally 
dominated and exploited black or brown people, or whether the symbolism 
derives from a more universal aversion to blackness (perhaps associated 
with a fear of darkness) as Williams and Morland (1976) suggest, is  a 
matter of controversy.
The anthropological litera tu re  on colour classification and the 
affective meanings attached to such classifications show that the matter 
is  extremely complex (Berlin and Kay, 1969). Although basic colour terms 
can be identified which are universally salient, the meaning which each
1 6 6 J
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culture attaches to such colours is  by no means universal. In Britain a 
black day is  not a good one; nor is  a black mood, a black side, a black 
sheep, blackmail, black a rts , bl&ok looks and so on. But among thari;
Baraguyu of Tanzania (and probably among other pastoral Masai groups) 
black is  not the oolour of badness, but is  the colour of permanence, 
fu lfilled  potential, wisdom and age, maturity and fruition. Black is the 
colour too of the longed-for rain clouds which mean that grazing will 
improve, and ca ttle  prosper (Rigby, 1977)* For the Baraguyu too, red is  
the colour of the warriors, of bravery and youth. White is the colour 
of children and uninitiated adolescents, the colour of women, and of 
lack of status.
Witkowski and Brown (1977) show that in virtually a ll cultures there 
are two dimensions of colour, black-white, and red-white. In the f irs t  
dimension, whiteness is associated with warmth and light (or hotness and 
scorching sunlight) and black with darkness and coolness (or re lie f  from 
the scorching sun). In the second dimension, red is  warm and dark, and 
white is  light and cool. But there is  no evidence from this anthropological 
work to suggest that there is  any universal association between "blackness" 
and "badness". Rather, th is connotation seems to be the cultural 
creation of Indo-European cultures which have assigned black or dark 
people to inferior class, slave or caste systems. The symbolism of the 
inferiority  of blackness is the symbolism of power, and a cultural creation 
(Bastide, 1967). As i t  was created, so i t  can be undone, by cultural 
change.
The Development of the Williams Colour Meaning Test (CMT)
Williams and his colleagues, noting a clear tendency for the oolour 
black to be evaluated negatively in many Indo-European cultures (Williams 
and McMurtiy, 1970; Adams and Osgood, 1973; Williams and Morland, 1976) 
have developed f i r s t  of a l l  a scale for measuring the evaluative meanings 
which young children give to the.colours black and white. The scale in i t s
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most developed version contains twelve sets of pictures (Williams, Boswell 
and Best, 1975). In each set of pictures a black and a white animal aré 
shown, in random order. For example  ^ two identical horses, one white and 
one black stand side by side. The child is  shown the pioture and told:
"Here are two horses. One of them is  a kind horse. He le ts  Billy pet him 
and give him apples. Which is  the kind horse?" The child then has to 
choose which of the two horses, black or white, is  the "kind" horse. Two 
stories are told for each stimulus picture at different points in the te s t . 
The l i s t  of stimulus items is  given in Appendix A. The method of scoring 
is  to ajiSign zero i f  positive characteristics are assigned to the black 
animal, and one i f  negative characteristics are assigned to the black animal. 
An aggregated high score indicates a high degree of negative oolour evalua­
tion. Application of the binomial theorem established the limits within 
which a random choice would fa ll  - i f  a child attached neither positive 
nor negative meanings to the colours black and white he would be expected 
to choose randomly, and his score would fa ll  in the middle range. A child 
"without bias" would have a score in the range 10-1 A, while a score of 0 
to 7 would indicate a definite blaok bias, and a score of 17 to 24 a 
definite white bias.
The version of the Colour Meaning Test or CMP which we have used in 
the present study is  the CMT I I , the final version of the test (Williams, 
Boswell and Best, 1975). The twelve pictures of pairs of black and white 
animals are described by 24 stories containing 12 positive adjectives 
(clean, good, nice, pretty, smart, friendly, happy, healthy, helpful, 
right and wonderful) and 12 negative adjectives (bad, dirty, mean, naughty, 
uS^ y> stupid, cruel, sad, se lfish , sick, unfriendly, and wrong). The 
standardization group were 320 children aged between 40 and 91 months 
(average 61 months) living in North Carolina,* Half were black, half were 
white, and the sexes were equally distributed between these two groups.
Correlating sp lit halves of the te st indicated satisfactory internal 
re liab ility .
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White subjects Black subjects
White tester 17*3 (SD 3 .5 )  1 4 .8  (SD 3 .0 )
B lack  t e s t e r  1 6 .9  (SD 3*7) 1 4 .9  (SD 3 .9 )
It appears that varying the race of tester does not affect responses to 
the CMT II. It is clear too that black children have significantly 
lower scores (fewer white biases) than white subjects. Nevertheless, 
despite these somewhat lower scores, it is clear that there is much bias 
towards evaluating white positively, and black negatively. This is
The mean scores for these subjects were as follows:
brought out by the categorization of the scores into groups:
Score Category Chance Expectancy White % Black
0 -7 Definite B+/W- bias 3 .3 0 0 .6
8 -9 Probable B+/W- bias 12.1 1 .2 5 .6
1 0 -1 4 No bias 6 9 .2 2 4 .4 4 3 .8
13-16 Probable W+/B- 12.1 1 6 .9 1 7 .5
1 7 -2 4 Definite W+/B- • 3 .3 5 7 .5 3-2.3
Thus nearly a third of the young black children had a definite white bias, 
and a half had some white bias. Less than one per cent had a clear black 
bias. Although Williams categorizes scores in the middle range as 
indicating no bias, it could be that these represent the scores of children 
who are ambiguous about the evaluation of colour, including their own. To 
this extent the CMT may be an indirect measure of self-evaluation. This 
case will be argued in greater detail for the Pre-School Racial Attitudes 
Measure (PRAM) to which the CMT is related.
Williams and his colleagues found that CMT II had no significant 
correlation with age in these young subjects, nor with the Peabody Pioture 
Vocabulary Test. This indicated that the tendency to evaluate blackness 
negatively had clearly developed by the age of three, and did not change 
very much between the ages of three and seven. Williams speculates that 
the early emergence of this negative association of blackness may indicate
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the existence of some archetypal reaction to darkness: "The young human 
is, after all, a diumal animal who requires reasonably high levels of 
illumination to interact effectively with his environment and who may find, 
the disorientation associated with darkness to be intrinsically aversive. 
Coupled with this is the fact that most of the child*s major need satisfac­
tions - for activity and stimulus change, for human interaction, and 
contact - take place in the light and not in the dark. The gist of the 
argument is that the early experiences of the young child with the light 
of day and dark of night may cause him to develop a preference for light 
over darkness, which may then generalise to the oolours black and white" 
(Williams, Boswell and Best, 1975» p ,5 0 6 ) ,
Williams and his colleagues then argue that oultural influences 
build on these "natural" aversions or preferences, and the aversion to 
blackness rapidly becomes generalised to a generally negative view not 
only of black objects, but of black or dark-skinned people as well, I am 
unimpressed with this aspect of Williams* theory; the evidence to support 
these speculations is lacking, and he ignores the anthropological evidence 
on the subject, including that from Africa which suggests that it is by no 
means inevitable that a "natural" aversion to blackness shall develop.
Williams regards the cultural influence on views about blackness 
and black people, though important, as secondary. Hiy view is that despite 
the evidence on high scores on the CMP in all groups in America, Europe 
and Japan (see the review of cross-cultural studies, below) culture must 
be adduced as the major variable influencing the development of colour 
and racial evaluation in young children.
There is no denying however the strength of the evidence that in 
many cultures black is evaluated negatively, and that black children them­
selves (though to a lesser degree than white children) have internalised 
this negative evaluation of blackness. Stabler and his colleagues too 
(1969 and 1972) have shown, using different methods to those developed by
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Williams, that young children of a l l races in Ainorioa tend to attribute 
negative qualities to black objects. These various findings lead 
Williams and Morland (1977) ^0 conclude: "In sum, the Stabler studies add 
much to our knowledge of the responses of Eura-Amorican children to the 
colors black and white. When Stabler*s findings are combined with those 
from the Color Meaning Test studies, there is an impressive array of 
evidence of a pervasive tendency toward positive responses to the color 
white and negative responses to the color black among young Euro children" 
(p.74).
The Development of the Pre-School Racial Attitudes Measure (PRAM)
Parallel to the CMT, Williams and his colleagues have developed a 
Pre-School Racial Attitudes Measure. The final version of this instrument 
is known as the PRAM II (Williams, Best and Boswell, 1975J Williams, Best, 
Boswell, Mattison and Graves, 1975)* The format is quite similar to that 
of the CMT II in that pictures 8 " by 10" in size, each containing coloured 
representations of two figures, are presented to the child. He is told a 
story, and has to choose one of the figures on the basis of his evaluation. 
The pictures in the PRAM II are all of pairs of people. Twenty-four 
different pairs of individuals are presented, of adults, adolescents or 
children. One of the figures is "white" (has pinkish skin complexion) 
while the other is identical in every respect except that his or her skin 
colour is medium brown, and the figure has dark hair and brown eyes. 
Interspersed with these 24 pictures are 1 2 pictures measuring sex-role 
identification, showing two similar figures, half of whom are black pairs 
and the other half white, in which a man is contrasted with a woman, or 
male child with a female child. The purpose of this t est is to assess the 
child's cognitive development and to act as a distractor to the child, so 
that the real implications of the PRAM test may be disguised to some 
degree.
« \
At the outset the child i3 shown a picture of a white boy and a 
white girls' The child is told: "Here are two children. One of these 
children has four dolls with which they like to have tea parties. Which 
child likes to play with dolls?" Among the later pictures is one, for 
example, showing a white woman and a black woman, in relation to which the 
child is told, "Here are two women. One of them is a nice woman. She 
does nice things for her husband and children. Which is the nice woman?"
(A full list of the stimulus phrases is given in Appendix B). The 24 
adjectives used in the evaluation of racial choice pictures are similar 
to those used for the CMT, although the stories (relating to people, rather 
than animals) are completely different.
Scoring of the PRAM II involves a score of 1 for any response 
indicating the negative evaluation of the black person in the picture, and 
the score of zero for the negative evaluation of the white person. As 
with the CMC the binomial theorem can be applied to define scores in the 
middle range which would have•occurred in the oase of an ’unbiased' 
observer, choosing on a more or less random basis. The maximum soore on 
the PRAM II is 24 (indicating much white bias, or W+ as Williams 
categorizes it.) and the minimum is 0 (indicating much black bias or B+/W-).
The standardization sample for the PRAM II were 272 children aged 
37 to 86 months (average 65 months) attending kindergartens in North 
Carolina. Half were white and half were black, with the sexes equally 
divided within each group. Race of examiner was varied, and the mean 
scores on the PRAM II were as follows:
White subjects Black subjects
White tester 18.66 15*38
Black tester 15*28 14.18
Total 16.97 14*78
(Standard deviations not given by Williams).
Both black and white subjects tested by the black tester had 
slightly more favourable racial attitude scores in favour of blacks, but 
the overall race-of-tester effect was not statistically significant. No 
significant age or sex effect was observed. Split-half reliability was 
satisfactory, and test-retest for 5 7 o f the subjects with a year's interval 
between testing indicated satisfactory over-time reliability.
Categorization of the PRAM II scores shows the extent of "white bias" 
in the responses of the black subjeots:
Score Category Chance Expectancy White % Black ia
0-7 Definite B+/W- 3.3 2 .0 10.7
8-9 Probable B+/W- 1 2 . 1 2 . 8 5.0
10-14 No bias 6 9 .2 23.4 32.1
1 5 - 1 6 Probable W+/B- 1 2 . 1 11.5 12.9
17-24 Definite W+/B- 3.3 50.3 39.3
It will be seen that over half of the black children have a definite or 
probable white bias in their racial evaluations: that is they overwhelmingly 
see the black adults, adolescents and children presented as having negative 
characteristics, and the white adults, adolescents and children as having 
p ositive characteristics.
Both black and white children in the various studies had high scores 
on the sex-role test; even children of three had a rather clear idea of 
sex role stereotypes (Williams, Bennett and.Best, 1975). This clarity of 
perception increased with age, and was also higher in children with higher 
scores on the Peabody Picture Vocabulary test. But the PRAM II choioes 
(indicating that by and large a strong white bias emerges early) do not 
change with age. PRAM H  scores have no significant correlation with age, 
nor with the sex role scores, nor with the IQ measure, PRAM does however 
correlate strongly with the CMC II, between 0.49 and O . 6 3 in various sub­
groups (Williams and Morland, 1976) • Thus the tendency to evaluate the 
colour black negatively is related to the tendency to evaluate black people
negatively;and this tendency, in both black and white children, is formed 
early and remains stable up to the age of eight years.
Williams, Be3t, Boswell, Mattson and Graves (1975) suggest that: "It 
would appear that the PRAM II procedure represents a substantial advance in 
attitude assessment procedures for pre-school children and should facilitate 
the study of many interesting and important questions dealing with the 
origins, development, and modiflability of raoial attitudes in young 
children" (p.16). With this statement we can entirely concur. The PRAM 
represents a standardized instrument which can for the first time allow 
systematic techniques to be used in the measure of the attitude of young 
children to ethnic and self characteristics, and which allow comparable 
cross-cultural studies to be carried out.
Clearly the PRAM AND CMC are reliable instruments; their general 
validity is less clear, and this will have to be established through 
correlational and observational studies. The present enquiry, which 
reports correlations of the PRAM and the CMC with measures of sociometric 
status and self-esteem in children of various ethnic groups in Britain and 
Jamaica, may be seen as an attempt to assess the validity of the measures 
developed by Williams and his colleagues.
The Evaluation of the Colours Black and White, and of Black and White People. 
in Different Cultural Contexts
The historical aspects of skin colour evaluation in different cultures 
have been usefully summarized by G-oldberg (1973) who shows that in many 
different cultures sld.n colour has been used a3 the basis of the differentia­
tion and often the oppression of one group by another. It is probably a 
coincidence of ecology that whites were often able to dominate darker 
skinned people; but in doing so the fairer skinned people developed a 
symbolism of colour which incorporated the structural inferiority of darker 
people into a set of linguistic codes which reinforced the power of the 
fairer people; sometimes too this power was rationalised on a metaphysical
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basis as in India, where to be born with a dark skin (or to be born a 
woman) is evidence of sinfulness in a previous life (B^teille, 19&7)*
Japan provides an interesting case study in the comparison of colour 
and racial evaluation across cultures. Wagatsumafs (19&7) historical 
account makes it clear that for many centuries white has been a valued 
ideal skin colour, and brown or yellow a devalued one. Goldberg (1973) 
reviews Japanese studies which indicate a definite preference for light­
skinned people and groups, and a similar, though les3 intense, reaction to 
the colours black and white. However, religious and linguistic symbols 
in Japan stress the balance rather than the polarity of the evaluation of 
black and white. Goldberg suggests that darkness is much less a fear- 
arousing stimulus than in the West. The Japanese word gen means blackness, 
darkness, nystery, occultness. Gengen means profundity (literally, black 
black), gempu a dark atmosphere, or deep feeling or solemnity; yugen 
(profound dark) means uystery or subtlety. The black belt (as in Judo) is 
awarded to the master, the white belt to the novice. Shiroto (literally, 
white person) is a novice, layman, or amateur. Shiroto is also a virginal 
woman, one without experience but also with respectability.'
Goldberg and Stabler (1973) argue further that black and white in 
Japanese symbology show a more harmonious and complementary balance of 
opposites. They argue too that because of the frequent co-sleeping 
arrangements of Japanese families (Japanese children never sleep alone 
before puberty, and usually sleep with both adults and other children) fear 
of the dark (and of blackness) is much less likely to develop than in 
America. Goldberg, Iwawaki, Yukawa, Iwata and Ikegami (1977) used Stabler*s 
method of asking the child to choose which of two boxes, black or white, 
positive and negative messages were emerging from (they were actually 
emerging from both). The pre-school children were also asked to sort 
various objects coloured black and white into "good", "bad", "liked" and 
"disliked" groups. They found that, unlike comparable American samples
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completing a similar task, there was no marked attribution by these 
Japanese pre-schoolers of the positively evaluated messages to the white 
box, or of the black objects to the disfavoured categories. There was still, 
however, a significant bias in the Japanese data for white to be favoured 
over black; but the bias was clearly not as marked as in the Amarican children, 
Saburo Iwawald. has translated the CMC II and HIA.M II stimulus 
materials into Japanese and, using the original pictures of black and 
white animals and people, administered this version of the CM? and PRAM to 
75 Japanese children aged AO to 73 months (iwawakL et al, 1977)« White 
bias occurred in both the CMP and the PRAJM, but nevertheless the scores of 
the Japanese children were much closer to those of black Americans than they 
were to those of white Americans, and significantly lower than those 
observed in any of the white European groups (see below). The CMT and PRAM 
correlated 0,55; the correlation of CMC with age was 0,66; and the correla­
tion of PRAM with age was 0,AA* These highly significant correlations 
indicate that, in contrast to samples in other cultures, age is a signifi­
cant predictor of CMC and PRAM, Put another way, Japanese children aged 
3 and A have very little colour bias, and the large majority of their 
scores fall in the middle or "no bias" range. But by the age of 6 and 7 
clear colour biases are emerging as the children apparently learn cultural 
stereotypes about colour from the mass media, and perhaps from other 
sources. This interesting suggestion is certainly compatible with 
Goldberg's (1973) view that Japanese attitudes to colour have ohanged 
quite markedly in post-war years a3 a result of a new international outlook 
in Japan. Japan, argues Goldberg, now identifies with the developed, white 
world and is embarrassed by any association with the poor, brown people of 
Asia. This new "Caucasian" identification may be transmitted through 
media sources, and not via traditional socializers in the family; this 
could account for the relatively benign attitudes of very young children 
bo the stimuli of black objects and people, and the later change in those
attitudes. Other aspects of culture change may be associated with a 
similar change in attitudes. Bastide (1 9 6 7) suggests that the 
"Aryanization" of Christ and Christian symbols followed contact with and 
domination of African peoplesj and Walvin (1973) has argued that British 
attitudes to blackness and black people took an increasingly negative turn 
in the nineteenth century as responses to, and rationalizations of, 
colonial activity in Africa and India*
Given the history of colonialism in Africa and elsewhere, of many 
European powers, we would expect European samples to indioate a significant 
amount of pro-white and anti-black bias when tested with the Colour 
Meaning Test and the Pre-School Racial Attitudes Measure. Research in 
Erance, Italy and Germany (Best, Naylor and Williams, 1975; Best, iield 
and Williams, 1976) indicates that this is so. Samples of 65 Erenoh 
children, mean .aged 5*11 yearsj of 24 Italian children, mean age 5*7 years; 
and of 56 German children, mean age 5#6 years, all indicated a significant 
amount of white bias on both CMC and PRAM. The Italians showed the most 
colour bias, and the Erenoh the least. The small size of these samples 
should be borne in mind, however, and larger samples might have revealed a 
different rank order.
It is important too, whether for these white children, having a 
strong white bias is not only a reflection of cultural values, but also a 
statement about self characteristics - an implicit statement that, uI*m 
white, and ny mumny and daddy are white, and we're all good". The only 
British study of the CMT (no British studied ha3 previously used the PRAM) 
by Dent (1976) of 28 children, argues that the forced choice nature of the 
CMT means that the child is required to consider the badness or goodness 
of colour in dichotomous terms, and it is inevitable that white children 
will have high scores (indicating much white bias) on the CMT. There is 
some strength in this argument; the white child is forced to consider his 
own colour as good or bad, and he frequently chooses white as good. A
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similar point is made by Lerner and Schroeder (1975)<> But if this is ti*ue, 
we must ask why so many black children in the American studies by Williams 
arid his oo-workers (Williams and Morland, 1976) did not in the face of 
this forced choice situation, overwhelmingly choose the colour black, and 
black people, in favourable terms. If the CMT and PRAM are measures of 
self-evaluation on which white children, when faced with a choice between 
"white is good" or "white is bad", usually choose white as good, why is 
not the converse time for black children? Either the CMC and PRAM are 
indeed measuring cultural stereotypes regarding colour evaluation, or 
black children by and large have negative self-evaluation, or both things 
¿ocur, and the cultural symbols implying that black things are unwelcome 
and inferior reinforce the poor self-concept which young black children 
have, a self-concept which reflects their interaction with whites in a 
white-dominated society.
The Colour Meaning Test and the Pre-School Racial Attitudes Measure as 
Measures of Self-Concept in Young Black Children
Before considering the PRAM and C1<T as measures of self-evaluation 
in young black children, we have to consider the cognitive aspect of such 
measures - whether young children can actually tell black and white figures 
as being basically different from one another, and whether they realise 
that the figures are similar both to themselves and to their parents.
There is evidence (reviewed by Milner, 1975) which shows that young 
children, from the age of three onwards, can tell the difference between 
black and white people; but when it comes to identifying themselves as 
black, they express some reservation. Williams and Morland (1976) show 
that black children are much more likely than white to say they "look 
like" a white model than are white children. Moreover, this mi3identifica­
tion is most likely to occur in black children who would "rather be" the 
white figure. These findings are consistent with the British doll studies 
of Milner (1972) which have been interpreted as showing that black children
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who reject their personal ethnic characteristics tend to misidentify 
themselves. Judging who one looks like is for the young child an indication 
of an affective, rather than a cognitive judgment, and is an indirect 
measure of his self-esteem. As Williams and Morland (1976) put the matter: 
,rWe conolude that for many of the children the * look like1 item was not 
primarily cognitive/judgmental but was heavily affective in nature. It is 
as though these children said, * 1 don*t really like any of the children in 
the picture so X will pick the one I prefer or would rather be.'“ (p*2 3 0)
Williams and Morland (1576) do not directly interpret the tendency 
of black children to evaluate black negatively as an indication of poor 
self-concept. They say, rather that such children may have difficulty in 
identity development as they grow older. Though the notion that "black is 
beautiful" may be increasingly accepted, at the base of this developing 
black identity, the child has to cope with the pervasive norm of the 
negative aspects of blackness, which white society has fed to him through 
a variety of types of socialization. . " ... we have seen that a pro-Eurb 
attitude appears to persist long after the observed changes in racial 
identification and preference, and does not become pro-Afro until the 
teenage years. This seems to portend a problem in self-esteem for the 
school-age Afro child who identifies with, and chooses to associate with, 
a racial group which he still evaluates somewhat negatively relative to 
the majority racial group. Thews conclusions suggest that the critical 
period for the development of self-esteem in the young Afro-American is 
not - as is of ben proposed - in the pre-school years, but in the early 
school years when hi3 Afro identity has been established but his pro-Euro 
attitudes continue to linger" (Williams and Morland, *1976, p.258).
There is a considerable amount of literature, summarized by Ehrlich 
(1973) that attitudes to others are related to attitudes to oneself.
Ehrlich summarizes the literature in a series of "summary statements". 
Particularly relevant for our present discussion is his Principle of
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Socialization that "People develop attitudes similar to those of their 
primary agents of socialization1* (p.121) ; further, "Parents engage in 
child-rearing praotices which directly shape the patterns of self-attitudes 
and attitudes toward people in general that children may develop'* (p.1 2 3); 
and most important, the Principle of Self-Congruity that "The more 
favorable are a person*s self-attitudes, the greater the number of 
acceptable targets and the more positive their attitudes toward them: the 
more negative the self-attitudes, the greater the number of unacceptable 
targets and the more negative are attitudes towards them" (p.1 30).
According to these principles, children learn both attitudes to 
others and attitudes to themselves from their socializating agents, and 
attitudes to self and attitudes to others develop in relation to one 
another. Poor self-esteem is related to prejudice; and poor self-esteem 
is also related to prejudice against one's own group. This was illustrated 
clearly by Trent* s (1957) study of some 200 black children in the New York 
Area, aged 9 to 18, He found that poor self-esteem was related to 
derogatory attitudes towards negroes, and he concluded that, "Although the 
data of this study do not indicate whether perception of self determines 
perception of others or whether the reverse holds, clinical experience 
indicates that a child develops an awareness of *1 * before an awareness of 
*we* or *they*o Accordingly, we may interpret these data as suggesting 
that if a child does not accept himself as a person of worth and value, 
he may tend to perceive groups, including his own, in a derogatory and 
hostile fashion ... the data presented here show that the self-accepting 
child gives a positive appraisal of his own and other groups" (p.30).
Ward et al (1972) also found that young black American children who 
positively evaluated black rather than white dolls, had significantly 
higher levels of self-esteem.
These findings are perfectly consistent with the interpretation of 
the Williams and Morland (1976) results, that black children who devalue
blackness have problems in the development of identity and self-concept. 
Other writers have drawn similar inference. Stabler, Johnson and Jordan 
(1971) for example directly interpret their results with Amerioan pre­
schoolers showing that black children identify the "black box" with the 
negative messages, as an indication of poor self-concept in this group.
They conclude that, "Attitudes toward the colorsblack and white may 
influence the way black and white children view each other and themselves" 
(p.2097)« Louden (1977) too, in a detailed review of the literature on 
self-esteem in minority groups concludes that, "Much of the ethnic self- 
concept literature indicates that a relationship exists between individual 
self-concept and the way the individual views his own ethnio group".
Louden* s own data on black and Asian adolescents gathered in Birmingham, 
England, provides some evidence in support of this proposition.
We can add to Ehrlich's principles that of ethnic and self-evaluation: 
"The more an individual devalues his own ethnic group, the more he 
directly or indirectly devalues his own ethnicity; and the more he devalues 
his own ethnicity, the poorer will be his self-esteem".
Conclusions
I began this chapter by noting the pervasive trend in Western, 
Christian civilization for black to have negative associations, a 
characteristic which seems to be prevalent in many Indo-European cultures. 
The source of this negative association between blackness and badness is 
controversial; some have seen it as virtually archetypal, while others 
have seen the negative associations as cultural symbols justifying racial 
domination. I am inclined to the latter view. Evidence from Africa seems 
to indicate that blackness is not devalued in the same way that blackness 
is devalued in Europe and America.
Williams and his colleagues in America have devised reliable 
instruments for measuring both the evaluation of the colours black and 
white, and the evaluation of blaok and white people by young chiMren.
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These instruments allow, for the first time, cross-cultural work to be 
done, and I have reviewed studies using these instruments (the CMC and the 
PRAM) carried out in America, France, G-ermany, Italy and Japan#
Young, white children in several different cultures evaluate white, 
and white people in markedly positive terms; this is perhaps to be 
expeoted, and is a reflection not only of cultural stereotypes but. also 
of their generally positive self-image# If the CMC and PRAM are measures 
of self-ooncept for white children, then logically the responses of black 
children indicating much devaluation of black people and blackness should 
indicate poor self-concept.
Other evidence indicates that there are reasonable grounds for 
making such an inference: that the negative evaluation of blackness by 
young black children indicates an internalization of some of the general 
cultural stereotypes transmitted by a racist society# Williams and Morland 
(1 9 7 6) have pointed to the fact that many young black children misidentify 
themselves as white (in contrast to white children, who only atypioally 
misidentify themselves)# They produce evidence to show that this is an 
affeotive and not a cognitive response; it arises because these children 
don't like being black, not because they simply misperoeive themselves# 
Williams and Morland see this misidentification and negative evaluation of 
colour not so much as a problem for self-esteem (which is relatively 
undeveloped in young children, and is often s.ituationally related) but as 
a problem in the developing identity of the young black child# In his 
crucial adolescent reorientation (or "crisis") he must come to terms 
somehow with the previous views of his own blackness# There are various 
ways, negative and positive, of doing this which I have touohed on. in 
previous chapters# iy general pbint is that a consideration of the 
development of colour attitudes in young black children throw light on the 
identity problems of the developing black child# And it is with global 
identity, the integrating and overriding aspect of the self, that I am 
chiefly concerned.
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MEASURES, SUBJECTS AND HYPOTHESES 
In this chapter 1 will describe the instruments used in the empirical 
study - the Ziller measure of self-esteem, adapted for use with W r y  young 
children; a measure of sociometric choice; the Colour Meaning Test; and the 
Pre-School Racial Attitude Measure# The schools in London and Jamaica 
where testing was carried out will also be described briefly, as will 
the age, sex and ethnic status of the samples.
The Ziller Measure of Self-Esteem
We chose the Ziller method of assessing self-esteem (Ziller, 19^9 
and 1 9 7 2) not primarily because of its theoretical underpinning, but 
because it is the only method of some reliability and validity which seems 
independent of reading ability, and is therefore suitable for use with 
young children. The manual for the Ziller scales (Ziller, 1970) suggests 
that the methods can be used with children as young as five; we have 
attempted to use them with some adaptation, with children as young as three.
Ziller's theory is based upon a combination of Adler's (1 9 2 7) view 
of the essence of human development in relation to other human beings., and 
Festinger's (195^ -) theory of social comparison. Since the individual's 
environmental adaptation demands are primarily social in nature,, one of 
the most crucial adaptation demands stems from the individual's inability 
to maximise his own "need satisfaction". The satisfaction of the needs of 
others must be considered simultaneously, Ziller argues. Thus, there.’“1' 
exists an inherent conflict between self and others evolving frdm competing 
needs for independence, autonomy and mutuality, self-orientation and other- 
orientation. In the cognitive theory of personality which Ziller proposes, 
it is assumed that social adaptation is mediated through self-social con­
structs. He proposes that social stimuli are screened by the individual 
and translated into personal meaning through crude topological representa­
tions of the self.in relation to significant others.
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This topological relationship is crucial both to Ziller's theory 
and his proposed method of measurement. He suggests that individuals have 
"mental maps" of the social situations in which they have been, and are 
likely to be in, and represent themselves spatially in relation to signifi­
cant others, Peelings of distance and proximity to, for example, good and 
bad, or influential and weak, individuals and groups are important. Self­
esteem and various other aspects of self-other relations (social interest, 
self-centrality, power, marginality, identification, inclusion, and openneGs) 
are measured by presenting the individual with various shapes, usually 
circles, in differing configurations«, The individual is asked to place 
himself,in relation to these shapes, representing himself as a shape 
(again, usually a circle),
Ziller (1972) summarizes a number of studies which show the 
reliability and validity of his methods, which have subsequently been 
utilized by a number of researchers to demonstrate change in self-esteem 
in relationship to ohanging group situations (Ruhe and Eat man, 1977)- 
Sociometrically unpopular children have been shown to have poorer self- 
esteem than others (Ziller, 1 9 6 4), as have children described as 
behaviour problems. Immature school behaviour is related to poorer self­
esteem, as is minority ethnic status, and being later bora (Ziller, 1972), 
The method for measuring self-esteem which Ziller proposes involves 
the presentation of six horizontal circles approximately one inch in 
diameter. The subject is then asked to place various "individuals" in- 
these circles such as "someone who is failing", "the strongest person you 
know", and "yourself", Ziller (1970) emphasises tliat these measures are 
still in a developmental stage, and I felt justified, after pilot studies, 
in developing a version of this measure which could readily be understood 
by very young children.
The measure was simplified in the following way: six horizontal 
circles, diameter 1-g- inches, were presented to the child. He was then
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given a cardboard circle on which was drawn a matchstick person, and told 
"This is a very good boy (girl) who is always doing things well. His (her) 
teacher is always praising him (her). Which circle should the good boy (girl) 
go in?" Then the cliild was handed a similar cardboard circle with a figure 
on it and told, "This is a very bad boy (girl), who is always doing tilings
wrong. Fbople often get cross with him (her). Which circle should the bad
boy (girl) go in?" Tlnally, the child was handed another, similar circle 
and told, "This boy (girl) is you. Which circle should you go in?" The 
spacing of the self in relation to the bad or good figure was then scored. 
Scoring was in five categories, .numbered four to zero, four being maximum 
self-esteem (complete separation of self from bad figure, and proximity to 
good figure) to zero, representing minimum solf-esteem (complete proximity 
of self to the bad figure, and complete separation from the good figure)«,
The various degrees of combination of separation from the good or had 
figure, and proximity to the good or bad figure were scored in the three 
intermediate categories (see Appendix C).
It was felt that this slight departure from Ziller' s original stimulus 
material and s coring method was justified in the search for a method of 
measuring self-esteem with children aged le3s than five. It should be 
stressed however that there are no prior indications of the reliability 
and validity of this modified method for assessing the evaluation of the 
self in relation to others. Details of the modified stimulus material
áre given in Appendix C. ,
Occasionally during the testing I questioned children about the 
reasons for making extreme choices. The replies almost universally 
indicated the validity of the topological measure. Six-year-old Marie, 
when asked why she put herself next to the "good" girl, and far away from 
the "bad" girl, replied, "I want to be good too". Similarly, 6-year-old 
G-arfield replied in answer to a similar question, "Because I'm good".
Lisa, aged five, said likewise, "'Cause I'm a good girl".
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The sociometric test is traditionally a measure of the child's 
popularity with his peers in the classroom (Fleming, 1959)* The measure I 
have used is one developed by Evan-Wong and Baglay (19^9) in which the 
child is asked to choose two children from his class to go on a trip to 
the seaside with. The choices are aggregated for each child. Some 
children are not chosen by others at all, and are thus "sociometric 
isolates". Some children are chosen many times, and are "sociometric 
stars", highly popular in the classroom. The majority of children are 
chosen perhaps two or three times. We can also use this method to establish 
the degree to which children in multiracial classrooms chose friends across 
ethnic lines. Research in Britain by Jelinek and Brittan (1979) has shown 
that in fact inter-ethnic friendships in the classroom are at a lower 
level than would be- ejected on the basis of random interaction in the 
classroom, and that the number of cross-ethnic friendships declines with agec 
Sociometric status is crucially related to self-esteem (Coopersinith, 
1967; Ziller, 1972). Children who are isolated in the classroom are more 
likely than others to have poor self-esteem. ‘ Bourisseau (1972) in fact 
argues that the sociometric status of the very young child is in itself an 
indirect measure of self-esteem. Certainly, sociability and popularity are 
related to feelings of self-worth in relation to others (Tolor, 19775 
Richman and White, 1971)*
John Williams (1 9 6 2) has shown that acceptance of oneself is positively 
related to the degree to which an individual expects others to accept him.
He has extended these concepts in his work on race and colour in young 
children (Williams and Morland, 197&)* Black children who chose white 
children whom they would "like to sit near", "like to work with" and "like 
to play with" were significantly more likely to display white biases in 
the PRAM II. Moreover, black pre-schoolers who said they preferred whites 
as playmates were more likely to think that they looked like whites, and
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preferred whites in various tests ., including the PRAM (Mabe and Williams, 
1975)* Harris and Braun (1971) i7-7 another American study found that black 
children with poorer self-concept were more likely to make outgroup 
(i.e.' a white preference) choices.
Stabler and his colleagues (197^) observed the free play of black 
and white pre-schoolers, and confirmed that those who had previously 
associated the "black box" with negative characteristics were signifioantly 
more likely to play with whites.
It can be concluded then that the sociometric test is both a useful 
alternative to the measure of self-esteem, and a possible validator of 
such measures. Sociometric status should be related not only to how the 
child sees himself, but also how he evaluates his own ethnicity, and the 
ethnicity of those whom he would like to have as friends. In elaborating 
these hypotheses for the present study I have employed three measures 
derived from the sociometric test:*
(1 ) the raw sociometric score - this assumes that the number of children 
in the classes compared is approximately the same, and that the ethnic 
balance is similar too. These criteria are met in the groups of classrooms 
for which I have U3ed the sociometric measure;
(2) a measure of sociometric isolation - being chosen by none of the 
children in the classroom, scored as a binary variable;
(3 ) the number of outgroup, choices the child makes, 0 , 1 or 2 (since he 
was asked to choose two friends to go on holiday with). If an English' 1 
child chooses one friend who is, say, West Indian, he has an outgroup score 
of 1 . If a West Indian child chooses two English friends, he has an 
outgroup score of 2. West Indian, African and Indian children were 
classified together as an ingroup, as were English and Qypriot children.
* The question asked was, "I want you to pretend that you have won a
competition, and the prize i3 a week's free holiday by the seaside, I 
want you to tell me the names of two children in your class who you 
W)uld want to take with you."
Tliis dichotomous scoring reflects colour ratlier than national origin. Thus 
an African child choosing a West Indian child as a friend, for example, 
was judged to be making an in-group choice.
I did not use the sociometric measure in the two nursery schools 
studied because of the small size of the classes. For the opposite 
reason, the very large class size (50 plus) in the Jamaican school studied 
prevented its use; the Jamaican classes studied were ethnically homogenous, 
although I did measure skin shade of the respondents in three, categories, 
dark, fair and light.
The Colour Meaning. Test and the Pre-School Racial.Attitudes Measure
The CMP II and the PRAM II were completed by each child. These tests 
have been described in detail in the previous chapter, and details of the 
stimulus materials are given in Appendices A and B. In the to3t sequence 
the CMP was administered first, and then the PRAM, followed by the 
Ziller test, and finally the sociometric test. The CMC and the PRAM were 
administered according to the manual for the CMT and PRAM (Williams et al,
1974) •
Ideally I would have liked to include more measures, and test a 
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wider range of hypotheses. I would have liked to include, for example,- 
some cognitive tests, measures of identification, and various exploratory 
methods of assessing self-esteem. But the tests I did use took up to half™ 
an-hour to complete, and this is the maximum period for which children of 
four or five can concentrate without attention lag. More tests would' ~ 
have meant testing on two separate occasions, and this would have created 
even more difficulties for the teachers who allowed me to test their 
children. Since each child had to be tested individually, in a private 
room, the testing meant a stream of children going in and out of the 
classroom all day. Furthermore, since I have tested over 400 children,
I have spent over 200 hours on this individual testing, and the inclusion ■ 
of more tests would have meant-a reduction in sample size. It is worth
noting that I have tested personally as many children on the CML1 II and 
PRAM II as all of the American studies reported by Williams and his 
associates (1 9 7 7); a-nd at least twice as many children than were tested by 
the researchers in France, Italy, Germany and Japan.
Included in the PRAM II is a Sex Role measure, establishing the 
degree to which the child correctly assesses the correct sex roles for 
men and women (as judged by conventional sex role ascription) correctly. 
This is to some extent a cognitive measure, and has significant correlation 
with the Peabody . test in the American samples (Williams and Morland, 
1977)» Moreover, accurate knowledge about conventional sex roles develops 
early in children (Williams et al, 1975)-» Such accurate knowledge appears 
to be shared by children in a variety of cultures (Best et al, 1977)*
The Schools Studied
In these days when race relations is a politicized issue, and when 
teachers are sensitive about criticism and the uses to which school-based 
research with race relations as a focus is put, it is often difficult to 
gain access to schools for research purposes. It is virtually impossible 
to gain access to schools in the Inner London Education Authority area, 
and my main study was carried out in two infant schools in the Outer London 
Borough of Haringey. Entry to these schools was by means of personal con­
tact, and both headmistresses had an enlightened interest in the race 
relations area. A number of the teachers in the infant school classes I 
studied were black or Asian, and multiracial materials were frequently 
used. It is probable, then, that I have been working in schools with a 
particularly progressive policy in the multiracial field. To this extent, 
the results from using the CMT and PRAM might be expected to show less 
white bias than a study in schools where a different atmosphere prevailed. 
In other words, ny estimates of colour bias in the children tested may 
be conservative ones.
Both schools are situated in an area of North London characterized 
by a high percentage of immigrants, from the West Indies, Asia, Africa and 
Qyprus. The schools are not situated in depressed areas and there was no 
question of an SPA designation for the schools. The majority of parents 
were from the skilled working class, and lived in late-nineteenth century 
terraced houses. Some aspects of parental background and pupil performance 
in children from one of these schools are outlined in the thesis by 
Bart (1976).
' One of the weaknesses of the present study is that no measure of 
parental class is available for the children studied. Teachers cannot 
supply exact information about parental occupations on which such a classi­
fication can be based, and one must interview parents themselves. Such 
interviews were beyond the scope of the present study. Bart (1976) inter­
viewed a random sample of parents of 44 West Indian children attending one 
of the schools I studied, and his figures on parental social class give 
some indication of the probable social class profiles for West Indian 
children in this school. Using the Registrar General* 3 five social class 
groupings, Bart gives the following figures for occupation of supporting 
parent:
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Class I and II Class III Class IV Class V
5 (11.¿$) 1 3  (2 9.5?°) 16 (3 6.4 0^) 10 (2 2.7^)
Professional & Skilled manual Semi-skilled Unskilled or
Managerial & Non-manual Unemployed
It will be seen that the majority of parents are in manual occupations, 
most frequently of a semi-skilled nature.
It is difficult to know how social class background might contribute 
to responses of black British children to the CMC and PRAM.* It seems a
* cf.'Williams and Morland (1 9 7 6): " ... there are no data relating
PRAM II scores to the child1s socioeconomic background, a variable which 
Porter, (1971) found to be related to the racial attitudes of the pre­
school children whom she studied" (p.1 2 2 ).
fair generalization, both from Bark's data, and the general knowledge I 
acquired about the surrounding areas that the large majority of children 
tested, both black and white had parents who belonged to the manual working 
class. Bart found that household income in the black families he studied 
did not correlate particularly well with social class, and all families he 
interviewed were in reasonable economic circumstances. What we can conclude 
safely is that manifest poverty was not particularly prevalent in the 
families of the children I studied. •
In addition to the ten classes in these two infant schools studied, 
children in two nursery schools in Haringey serving the same area as the 
infant schools, were tested. I have also tested a small number of mixed- 
race children, with one white and one black parent, who belonged to Harmony, 
which is an association of multiracial families.
The school in Jamaica where I tested children in three classes was 
one'which I had attended as a child, and which ny small brother attended 
until recently. I have been a teacher at this school, as have several of
ny sisters. I was thus probably known to the children as the member of a
family which had been associated with the teaching staff of the,school for 
some years. The school is a single story building, with a corrugated iron 
roof. The school is built on a square, with classrooms open on one side 
facing on to the square. The children were tested individually in the
headmaster's office. The 117 children tested were all of those in the
first year classes aged less than seven. Testing was carried out in .*r-- 
January and February, 1977? the English testing took place some nine 
months earlier.
The school is situated in the parish of Clarendon, in the southern 
part of Jamaica. The soil is poor and dry, which means that families 
cannot prosper from growing their own produce. The land is heavily 
planted with sugar cane, and most males work on the plantations, or in the 
associated industries. The school is situated in a rural area, and has a
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good scholastic reputation, so that children from quite far away are sent 
there by their parents,
Europeans are rarely seen in this area, and the majority of the 
people there are black, indistinguishable from Africans, Yet, as I 
stressed in earlier chapters, Jamaican education and language are dominated 
by white concepts. Whites rule powerfully, but from afar, through the 
consciousness of the people, transmitted from generation to generation. 
There are very few books actually in the classroom as learning is 
mainly by the rote method. The textbooks used were in fact stacked in the 
headmaster*s office and this gave me a chance to have a thorough look at 
the materials being presented to the children. Those seen were not unlike 
many used in British infant schools as these children in Jamaioa were 
being prepared to sit in later years the Common Entrance Examination (the 
equivalent of the British 11+), and still later the London, or Oxford and 
Cambridge G-CE examinations. The Jamaica School Certificate, the equivalent 
of the English CSE, was introduced some ten years ago but it still based 
on British type syllabuses, and is also generally regarded as much inferior 
to the overseas G-CE examinations.
The contents of the greater proportion of the 300 or so books I 
inspected depicted experiences which would be quite alien to the children. 
Many of the books tell of people with light skins, long auburn hair; or 
fair skins, blond hair and blue eyes; autumn leaves and spring flowers; 
snow, barns, sheep, etc. For the black child with short, nappy hair whose 
everyday experience is of sugar cane fields, bush.fires because of the 
dryness of the land, pigs, goats, attending church as a means of recreation 
and the many individual facets of life in Jamaica, the materials presented 
are an alienation of his true existence, a denial of the worthwhileness 
and the relevance of his real world, and his real self.
One should point out however that since Jamaica became independent 
in 1 9 63, there has been some effort to produce and use books which relate
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directly to the 'black man1 in Jamaica. These are mainly of a historical 
nature and depict the lives of heroes such as Marcus G-arvey, Sir Alexander 
Bustamante and others. Many of these books tell of the slave and Maroon 
uprisings. One's major criticism of these books is that they fail to 
relate directly to the experience of the young black child, and are 
directed mainly at older children. But appropriate materials and methods 
of teaching are essential" from the very beginning if the black child is 
to grow up with a sense of worthwhileness and dignity.
During the time that I was undertaking the research, there was a 
debate in the Jamaica Teachers1 Association as to whether children in 
primary schools should be taught and examined in 'patois', the everyday 
language of the people. (At Secondary School level one has to be 
•polished’ and so the use of patois at this stage was thought to be out 
of the questionl) Media reports suggested that most of the teachers were 
against the use of patois, even in the primary school, and indeed 
expressed the view that the encouragement of the children's ’’native1’ 
language would be a retrograde step, and would handicap the children at 
the secondary stage. The matter is still under consideration, %  
feeling is that to deny the black child (in Britain or in Jamaica) a 
language which gives him a feeling of identity, belongingness and ”a sense 
of being in his own world” (Searle, 1972) is to deny him an important 
aspect of identity formation. Katrin FitzHerbert, whom I quoted in 
Chapter 2, described the situation aptly when she said that, ’’The syllabus 
is the crux of the matter especially as it is in standard English, and the 
children speak a dialect at home .,. The whole of the West Indian 
educational system is borrowed from England".
Implicitly, teachers are associating patois with badness - for 
example, their use of patois for reprimand, but never for praise. It was 
noticeable that reprimanding a child was frequently, and especially with 
younger children, done in patois. Because of the size of the classes (each
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of the classes studied had at leant 50 pupils) correction by ’reasoning1 
or other methods'was rarely used. It was felt (as I did as a young 
teacher twelve years before, in this same school) that this was the 
language of the people, and the one which children could understand most 
readily - hence its use for reprimand. This fact, and the confused debate 
about the use of patois at the primary level illustrate the ambiguous 
attitude which teachers have toward patois as a bona fj.de language.
Craig (1972) points out that patois (i.e. Creole) is not simply1 a "broken 
form of English, but a language in its own right, having a mainly West 
African syntax, and a combination of English, Spanish, Dutch, French and 
English vocabulary
All this, together with the rest- of society’s attitudes to those 
with dark skins, is likely to affect the children’s responses to measures 
such as the P M M  which give an indication of how children view themselves, 
and others like them. In the area in which the school is situated there 
are very few families with ’fair’ skins. Yet fairness of skin is a revered 
social characteristic. During the socialization process (of which the 
education system is a part) negative attitudes to blackness are passed on 
as paid; of a general cultural tradition. For example, it is not uncommon 
to find that fairer members of the family are treated in more favourable 
ways. In the school too, teachers interact more favourably with fair 
children, as Gdrling’s Jamaican research (1974) has shown.
Some parents, when a- child has been naughty, may be heard to remark, 
"You black and ugly like African". Often, the words "black" and "ugly" 
are used interchangeably. The ideal is to be white, like the children in 
the textbooks from England. In this and in many other subtle and similar 
ways, the child’s ethnic identity is formed, an identity in which a 
negation of blackness has a central part.
The age and sex distribution of the subjects, according to ethnio 
grouping, is given in Table 0 ' The English and West Indian subjects in 
the four London schools have been divided into two groups, so that age 
trends can be estimated. The London children with one or two Jamaican 
parents have been separated for analysis so that a direct comparison with 
the Jamaican children in rural Jamaica can be made. The children with 
African, Asian and Qypriot parents have not been separated into age groups 
because of the small numbers involved.
All of the African children but one have parents from Nigeria or 
Ghana. The Cypriot group contains children from both Greek and Turkish 
communities. The Asian group is a heterogenous one, and contains children 
with parents from India, Bangladesh, East Africa, Mauritius, and Guyana.
Thus children classified as "West Indian" in the London subjects have 
parents who are of African, or negro descent. The number of harmony 
children (with.one black or Asian parent, and one white parent) is small, 
but a group with which I hope to do more work in the future.
Classification of the children into ethnio groups was made on the 
basis of personal observation of colour, and information supplied by 
teachers. The basis of classification was the ethnic group to which the 
father belonged; some of the West Indian children may in fact have a West 
Indian father and an English mother, but in the absence of exact information 
these were included in the general West Indian group. All of the Afrioan 
children had parents who were both African, I believe too the Qypriot and 
Asian groups do not include any "mixed" children, though I am not 
absolutely certain of this. The white, English group probably contains a 
few children with one or two parents from Wales, Scotland, Ireland and 
perhaps from elsewhere in Europe. All were however manifestly "white".
A few children with Italian fathers were excluded from the s tudy.
Table 1
Age and Sex Distribution of the Subjects in England and Jamaican Samples
Subject G-roup Age in 
Mean
Months
S.D.
Fter cent Female
In London
(A) 73 white, English children 
("Older English") 7 7 ^ 7 6069
(B) 27 white, English children 
("Younger English") 53o70 6.16 59%
(C) 78 black, West Indian 
children
("Older West Indian") 78.49 6. 85 k& fo
(D) 35 black, West Indian 
children
("Younger West Indian") 58.51 7.66
(E) 68 black children of 
Jamaican parents in 
London schools 
(included in groups C and D) 71*91 7.39 KT/°
(E) 23 black, African children 71*77 8.19 65%
(&) 30 Cypriot children 680 53 13.62 5bf°
(ii) 17 Asian children 69.94 13.68 w/°
In Jamaica
(i) 117 black, Jamaican
children in rural Jamaica 80.41 4.56 537°
In England
(j) 1 4  mixed-raoe children 
( "Harmony" group) 60.75 14.61
Hypotheses
Tills study is primarily one using a new instrument (the C M  and PRAM) 
in which I have set out to e stablish basic levels of colour evaluation in 
British and- Jamaican children in comparison with children previously 
studied in other cultures, as part of a general consideration of identity 
development in black. children. The study is basically one of establishing 
parameters, but I offer the following tentative hypotheses:
(1) White children in the British sample will display similar levels of
colour bias to white children studied in America and Europe.
(2) Black children in the British sample will display significantly
less colour bias..‘than white children in the same school classes; but
nevertheless, the amount of white bias they display in their evaluation of 
colour and of coloured people will still be considerable.
(3) The blade British children will show levels of colour bias similar 
to those black American children tested by a black researcher.
(4) The black British diildren will show significantly less white bias 
than black Jamaican children.
(5 ) Self-esteem as measured by the Ziller test will be related to white 
bias in the black British subjects (the.more the white bias, the poorer 
the self-esteem); self-esteem will have the opposite relationship in 
white subjects (the more white bias, the better the self-esteem).
(6) Sociometric status will be related to self-esteem, isolated children 
in particular having poorer self-esteem. 7“1'
(7 ) Children choosing friends across ethnic boundaries will have 
differential levels of both colour bias and self-esteem.
(8) Scores on the Colour Meaning Test and the Pre-School Racial Attitudes 
Measure will be highly correlated; but these scores will be unrelated to 
age, sex, and cognitive orientation, as judged by the Sex Role measure.
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CHAPTER 8 
RESULTS AND DISCUSSION 
In this chapter I present the main results from the study of colour 
evaluation in children aged 4 to 7 in schools in England and Jamaica.
Since I am the first research worker to use the PRAM II in Britain, I felt 
it necessary first of all to establish reliability of this test with the 
subjects in the London schools.
'The Reliability of the CMP II and PRAM II in Children in the London Schools 
There are two main ways of establishing the reliability of a scale: 
by examining its internal structure; and by correlating it at different 
points in time, using the same population of subjects. I have not 
carried out over-time testing with the CMT II and PRAM II, and the 
estimates^ of reliability are based on an examination of internal structure. 
The simplest test of this type is to split the test into, two halves, and 
examine the correlation between these two halves. If the test is internally 
reliable, then the two halves of the test should have high and significant 
correlations with one another. Table 8.1 shows the correlations between 
the split halves of the CMC and PRAM in the various ethnic groups I have 
tested. All of these correlations are statistically significant, and the 
majority (all in the case of the PRAM) are in excess of .500. For all 400 
subjects combined .(the ’Harmony1 children were not included in these 
calculations) the correlation between the first half of the CMP with the 
second half is .571; and the correlation of the first half of the PRAMr... 
with the second half is .753, indicating a very high internal reliability 
for this test. This finding is in line with the Arnerican estimates of 
internal reliability for the PRAM II (Williams and Morlana, 1976).
A more detailed estimate of the internal structure of the PRAM II 
has been made by means of a principal components analysis. Data for all 
of the younger English subjects (N 27), younger West Indian (N 35), and 
random samples of older West Indian (if, 44) and older English (N ¿¡.8) for
the. PRAM was examined in detail. Sub-sample data for the older children 
was used, rather than complete data, because of the extremely time-consuming 
nature of coding individual items for computer analysis. The 24 items in 
the PRAM II were coded for each individual, according to, the responses to 
the right hand figure in the pair of two identical figures (identical 
that is, except for skin colour) in each picture. The story accompanying 
each picture contained an evaluative word (kind, ugly, friendly, etc.), and 
the child had to choose which figure the story applied to. Thus for the 
first set of figures choosing the right-hand figure - the white child - 
as appropriate to the story (about a kind child) was scored positively, in 
the direction of seeing the white child as kind. A similar procedure was 
employed for all other items (see Table 8.2).,
The first component in ah unrotated principal components analysis 
was examined, on the assumption that this would represent a "general factor" 
reflecting a high degree of intez’correlation between scale items. This 
expectation was confirmed, since the first, unrotated convponent account 
for 27 per cent of the total variance in scale items; the next component 
accounted for only 8 per cent. The loadings on this general component 
are presented in Table 8.2.- Included as marker variables were age, sex, 
ethnicity, and total scores on the Cl® II, PRAM II, and the Sex Role 
measure contained within the PRAM test.
Sinoe factor loadings above 0.30 can be regarded as statistically 
significant (Nunnally, 1967), we can see from Table 8.2 that 20 of the+'~
24 PRAM items load in a significant, and positive direction. The four 
items which do not load at this level (but nevertheless in the appropriate 
direction) are "White kind", "Wliite healthy", "Black sad" and "Black 
unfriendly". What this implies is that whatever else the general stereo­
types of colour which both black and white children subscribe to, neither 
are particularly likely to see blacks, as compared with whites, as unkind, 
unhealthy, sad, or unfriendly. However, there is relative concensus
between the two groups in seeing blacks as not "nice", as "bad",- as 
not "clean", as "stupid", as not "wonderful", as not "pretty", as "naughty", 
as "cruel", as not "good", a3 not "smart", as "dirty", and as not "right". 
All of these items load at 0.50 or above, and indicate the core of the 
stereotypes which whites have of blaok children, and which black children 
have of themselves. Being English loads on this component 0.34 indicating 
that white children are somewhat likely, though not spectacularly, so, to 
hold these views to a greater degree than black children.
Neither age nor sex load significantly on this general component; 
nor does the Sex Role measure, which is to some degree a measure of cogni­
tive ability (Williams. and Morland, 1976). The "item to whole" correlations 
of PRAM II have been calculated in the second column in Table 8.2. This 
technique simply correlates the total scale with all of the items making 
up the scale. It will be seen that the correlations of the items with 
the total scale are very similar to the loadings on the general factor; 
all of the correlations are statistically significant. .This finding com­
bined with the fact that PRAM II has a very high loading on the principal 
components analysis, indicates the general internal reliability of the 
PRAM II. We can proceed with further analyses of the CMC II and PRAM II 
with the confidence that they are indeed reliable measures.
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Table 8.1
Correlations of the Split Halves of the CMC II and PRAM XX in 
Different Ethnic G-roups
G-roup Correlation of first half of CME with second half
I Correlation of first half 
of PRAM with second half
English, N = 100 *587** 069O**
West Indian, N = 113 .544**' .806**
African, N - 23 .774** .841**
Cypriot, N = 30 .370* .725**
Asian, N = 17 .■717**' .734**
Rural Jamaican, 
N = 117 • .455** .622**
All of above subject 
N = 400
3
.571** .753**
* = significant at the 5 per cent level
** = significant at the 1 per cent level
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The Internal Structure of the Pre-School Racial Attitudes Measure II 
in a Combined Sample of 154 English and West Indian Children
Table 8.2
Item
Loading on the G-eneral Factor in 
a Principal Components Analysis
' PRAM II: Item to 
whole correlation
White kind « 2 6 • 29**
Black ugly .33 .36**
Black friendly -•43 -.39**
White wrong -.45 -•43**
Black nice -.68 -.63**
White bad -o60 -.58**
White healthy •14 .20*
Black sad .21 .26** -
Black clean -.63 -.58**
White stupid -<»54 -•58**
Black selfish .38 .4 3**
White wonderful • 64 .61**
White pretty • 62 • 58**
Black naughty • 53 .56**
Black hippy -.49 -.43**
White cruel -•56 -•53**
Black mean • 49 .54**
White good 060 .60**
White helpful • 49 .49**
Black unfriendly .14' • 22*
Black smart -.61 -.57**
Will te dirty -•58 -•56**
Black right -•50 -.47**
White sick -•38 cb•I
Marker variables
ChlC II .41 »
P M M  II •98
Sex (female) - . 0 3
Sex Role measure 0I7 -
Age -•01 • -
Ethnicity: English .34 -
* = significant at the five per cent level
~ significant at the one per cent level or beyond
Mean Values of the CMC II and PRAM II in Different Ethnic G-roups
The mean values for the CMC II and PRAM II in the various ethnic 
groups I have tested are given in Table 8*3« On the CMT II the group with 
the highest score (indicating most preference for the colour white) are, 
the Cypriot children, followed by the older English children. The groups 
with the lowest scores are the Africans in the London infant and nursery 
schools. There is a noticeable difference between CMT scores of younger 
and older English children, indicating an increase in white preference with 
age in English subjects.
The group with the highest scores on the PRAM II tests, indicating a 
strong preference for'white figures, are the older English children, and 
those with the lowest score, the African children. The Jamaican children 
in the U.K. West Indian sample have veiy similar Cl® and PRAM scores to 
their West Indian peers in the London schools. However, they have PRAM 
scores which are significantly lower than those Jamaican children in rural 
Jamaica (Table 8.4 ). The mean s core of an "unbiased" population, 
preferential in colour choice for neither black nor white colours and
figures would be 12.0 on both the CM1 and the PRAM. Only the African
children have a mean on the Civ® near to the hypothetically unbiased mean; 
all other groups have means above this level. Only the African and the
Harmony children have means close to or below 12.0 on the PRAM.
The correlations between the CMT and the PRAM are shown in the 
third column in Table 8.4. The correlations range from .23 to .755 ^be 
most consistent correlation is that of .51 in the 73 older English"children# 
Again, these correlations are compatible with those reported in American 
work (Williams and Morland, 1976), and imply that ethnic evaluation is 
based on biases in colour coding.
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Table 8.3
Mean Scores of different Subject Groups on the -GML1 II and the PRAM II
Subject Group
Clvffi
Mean
II
S.D.
PRAM
Mean
II
S.D.
Correlation 
between 
CMC and PRAM
In London
(A) Older English 
N = 73 16.31 4.27 18.03 4.54 .507**
(B) Younger English, 
' N = 27 14.11 4.39 1 6 . 4 4 4.33 . 2 3 2
(C) Older West Indian, 
N = 78 16.19 4.34 1 3 . 2 4 5.84 . 260*
(B) Younger West 
Indian, N = 35 15.43 3.57 14.97 4.71 .477**
(e) Jamaican, 
N = 68 15.91 3.97 13.74 5.75 .3 2 6**
(f) African, 
N = 23 1 2 . 7 0 5.22 10.22 4.77 .200
(G-) Cypriot, 
N = 30 17.07 3.28 17.73 4.09 »595**
(H) Asian, 
N = 17 15.29 4.57 17.10 4.97 .749**
In Jamaica
(i) Jamaican, 
N = 117 13.53 3.33 15.37 3.91 .3 3 2**
In England
(j) I-Iarmony, 
N =• 14 13.42 4.89 1 2 . 2 9 4.74 »226
 ^ — c or re la I i on significant a't the five per cent: level 
** - correlation significant at the one per cent level
A comparison of mean scores in some of the main groups in Table 8.3 
is presented in Table 8.4. The key results for the CMT II are that 
younger English children have significantly lower scores than older English 
children; and U.K. Jamaican children sampled have significantly higher 
scores than the Jamaican children in Jamaica. The U.K. West Indian children 
have similar levels of colour bias 011 the Ci.1T as their white, English peers.
The most outstanding difference in the comparison of the PRAM means 
is the much higher scores of older English children in comparison with their 
West Indian age peers. There is an. interesting contrast, too, between the 
means for U.K. Jamaicans and rural Jamaicans on the PRAM - now the U.K. 
Jamaicans have significantly lower mean scores than the children in Jamaica. 
The tendency of black children in the U.K. samples to move from colour bias, 
oh the C M  II to a somewhat decreased bias on the PRAM II is an interesting 
phenomenon, which I will discuss later in this chapter.
Table 8.5 shows the correlations of C M  and PRAM scores with age and 
sex in the various ethnic groups studied. Sex is by and Harge independent 
of colour evaluation, and is only significant in the Cypriot group (boys 
having higher PRAM scores). Age has a number of significant correlations. 
In general,. children’s colour bias tends to increase with age - this is 
true for all English children, younger West. Indian children, Qypriot 
children, Asian children, and rural Jamaican children (for this latter 
group, for the CMT only). Presumbly these older children have a clearer 
idea of how the wider world classifies and stereotypes people; and 
increasingly, the black children come to see themselves in terms of these 
prevalent stereotypes. The only exception to this generalization is the 
case of the PRAM in older West Indian children, where there is a tendency 
for scores to diminish with age, in contrast to scores on the CML1« This 
implies some kind of "splitting” in colour consciousness, which has 
interesting implications for identity formation. This is discussed later.
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Comparison of Mean Values for CMT. U  and PjRAM II between Selected Ethnic 
Croups'^  (Calculated ft'om Means and ¡-Standard Deviations in Table 8.3)
Table 8.4
Comparison and direction 
of difference
Difference
between
means
Value of t Significance
C.M.T.
Younger English less than 
Older English 2.40 2.43 5%
Younger West Indian less 
•than Older West Indian 0 .76 O. 6 7 N.S.
Older English more than 
Older West Indian 0.32 0.46 N.S.
Younger English less than 
Younger West Indian 1 .32 0.99 N.S.
U.K. Jamaican more than 
Rural Jamaican 2.38 4.17 0.1 %
P.R.A.M.
Younger English more than 
Older English 1.39 1.61 N.S.
Younger West Indian more 
than Older West Indian 1.73 1.68 N.S.
Older English more than 
Older West Indian 4.79 5.63 0.1^
Younger English more than 
Younger West Indian 1.47 1.27 N.S.
U.K. Jamaican less than 
Rural Jamaican 1.63 2„06 5%
Table 8,3
Correlations of Age and Sex with CM1 II and PRAM II in Different Ethnic Groups
Older English Younger English All English
N 73 N 27 N 100
CMP PRAM CMP PRAM CMP PRAM
Age „102 „001 -0O7S „226 „302** .2 3 2*
Sex (female) .083 -o097 „1 AA . 1 2 2 .1 1 A - . 0 2 7
Older WI 
N 78 
CMP PRAM
Younger WI 
N 35 
CMP PRAM
All WI 
N 113 
Cl® PRAM
Age „026 *■"«18 A .A22* . 288* ,236* »„151
Sex (female) -.095 -.191 „128 *2/(.8 .09A -.027
African 
N 23 
CMP PRAM
Cypriot 
N 30
Cl® PRAM
Asian 
N 17 
Civ® PRAM
Age .138 .103 „311* „103 .A71* .A68*
Sex (female) -.019 .011 -.009 -.293* .16a .059
Harmony 
N 1A 
CMP PRAM
Rural Jamaican 
N 117 
Cl® . PRAM
Age 0226 -.233 .238* -012A
Sex (female) o331 .326 „021 ».022
* = significant at the 5 per cent level
** = significant at the 1 per cent level
It is dear that in some comparisons between groups, age should be 
controlled in comparing mean values of the Cl®, and PRAM. I have attempted 
to do tliis by calculating the statistic Eta, which is derived from analysis 
of variance. Eta measures both linear and non-linear relationship; when 
relationships are linear, the value of Eta is identical with Pearson's r. 
Squaring Eta gives the amount of variance accounted for by the correlation 
between the two variables. The value of Eta is always positive. Table 8.6 
presents the "multiple classification analysis" based on analysis of 
variance, and the derived Eta correlation, controlling for age and sex.
Eor the Cl®-II, analysis of variance is clearly significant (according to 
the E ratio), and Eta too is statistically significant. PRAM II also varies 
significantly across ethnic groups, and Eta, controlling for age and sex, is 
highly significant.
In conclusion, we can say that these significant variations show 
that the Civ® and PRAM have variations across ethnic groups which point in . 
the direction of the general validity of the scales, for black groups have 
less white bias than do white groups; but nevertheless the overall mean 
scores of the groups still Indicate a considerable amount of residual white 
bias in the majority of b3.ack subjects, both in England and in Jamaica.
Only the small group of African children have relatively low scores on the 
PRAM, implying that perhaps cultural background and family situation are as 
important as the wider environment of school and society in the emergence 
of colour biases. '
The Sex Role Test and the Ci® II and PRAM II
Williams and Morland (1976) showed that in American children, the 
Sex Role tost wliich is incorporated in the PRAM II had significant correla­
tions with the Peabody Picture Vocabulary Test; but both the Sex Role Test 
and the Peabody PVT were unrelated to colour bias. In my English study I 
was not able to use any cognitive measures, so the Sex Role test (which seems 
to measure the accuracy with which children can identify conventional sex 
roles) may be a useful alternative.
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. Table 8.6
Analysis of the Variance of CMP II ancl PRAM II Across Selected Ethnic G-roups
G-roup CIvIC: Deviation from overall mean
PRAM: Deviation from 
overall mean
African *47 »4*19
Rural Jamaican «0,86 0.40
Asian «0*27 0.11
UK West Indian 0 . 1 7 -1.55
Cypz'iot 0.68 0*42
English 0.83 2.04
CMC: E (df 5,399) 4.86, 
p less than .001
PRAM: E (df 5,399) 7 
p less than .001
Eta, controlling for age 
and sex, *26, 
p less than *01.
Eta, controlling for 
and sex, *30, 
p less than .001.
Table 8.7 shows the correlations of the Sex Role test in the 
English and West Indian children included in the principal components 
analysis reported in Table 801 • C2.il? has no significant correlations with 
the Sex Role test; PRAM and Sex Role knowledge are correlated in younger 
English children, but not when the English age groups are combined. Age 
itself is quite strongly related to Sex Role knowledge in the English 
subjects. However, in West Indian subjects an increase in knowledge of 
(or acceptance of) sex role stereotypes is not significantly related to 
age. Rather, as they grow older, West Indian girls show a significant 
tendency to reject conventional sex role stereotypes. This is compatible 
with ray personal experience that West Indian girls are unlikely to 
accept conventional sex role subordination with equanimity. The 
differences may of course reflect a different balance of roles in the 
West Indian family system, in which women, occupying matriarchal or 
economically disadvantaged roles, are more likely than English women to 
take on male-type roles.
We can conclude that the correlations of the Sex Role measure 
in the white, English children are similar to those of this measure 
in white American children. But the Sex Role test does not operate 
as a cognitive measure for the West Indian children, who see sex 
roles rather differently.
Tablo 8,7
Correlations, of the Sex Role Test with CMP II« P M M  II» Age and Sex 
in English and U.K. West Indian Subjects
Younger West Indian 
N 35
Older West Indian 
N 2,4
All West Indian 
N 79
CUT *16 .09 .08
BEAM -.01 .05 .03
Age .31 -.17 .10
Sex (female) -.26 -Xo■I -.28*
Younger English 
N 27
Older English 
N 48
All English 
N 75
CMT .20 „23 .21
PRAM .¿¡4* .14 .23
Age .1+5* „45** .43* *
Sex • 23 .08 o 16
* - significant at the 5 per cent level
** = significant at the 1 per cent level or beyond
Note: "Older" English and West Indian children randomly selected from 
the total populations available of ~J2. and 78 respectively»
Proportions in British, Jamaican, American and European Samples with White' 
and Black Biases in the CMi.1 311 and PRAM II
V/illiams and Morland (197^) have applied the binomial theorem to 
responses to the CMT and PRAM in showing the range of scores that an 
unbiased or random respondent would give. Scores in this unbiased range 
are those of between 10 and 14* Scores above this level, from 13 to 24 are 
,greater than would have occurred by random or chance expectation, and 
indicate a significant "white bias". Scores of 9 or less are below chance 
expectation, and indicate a significant "black bias".
I have categorized the. scores of my British and Jamaican respondents 
in this way, and compared them with proportions similarly classified which 
have been reported by Williams and Morland (1976), Best, Field and Williams 
(1976), and.Best, Naylor and Williams (1975)* It will be seen (Table 8,8) 
that 60 peer cent of my white, English subjects have a white bias on the CMT, 
compared with 62 per cent of the U.K. West Indians, 74 per cent of white 
Americans, 31 per cent of black Americans and 55 per cent of the largest 
European group, the Erench. %• African subjects have the least degree of 
white bias on the CMT in comparison with all other groups tested so far, 
both by Williams and his colleagues, and by myself. Thirty per cent of the 
Africans have a black bias on the CMT, compared with 3 per cent of U.K. West 
Indians, 8 per cent of Rural Jamaicans, and 7 per cent of black American 
children. Clearly^ in all black groups except the Africans, there is 
.considerable white bias on the Colour Meaning Test.
The results for the Pre-School Racial Attitudes Measure show a 
somewhat different pattern.. Nearly’three-quarters of the white, English 
children have a significant white bias in evaluating black and white 
figures, compared with 53 per cent of white Americans, and 63 per cent of 
white Erench children studied by Williams and his colleagues. Forty per 
cent of U.K. West Indians have a significant white bias, compared with 53 
per cent of rural Jamaican sample, and 53 per cent of the black American group.
While the figures for the U.K.. West Indian group are encouraging in 
comparison with those for both the Jamaican and American groups, we should 
bear in mind that still 40 per cent of the black West Indian children in 
the North London schools I studied had a significant white bias. Only the 
African children had more black bias than white bias; in comparison, only 
14 per cent of the U.K. West Indian group had a black bias. And it is 
"bias" at this level which might represent an adequate level of self- 
evaluation, or- self-esteem, in the black child. If we take the results 
for the white children in Britain, Anerica and Europe as indicating the 
kind of ethnic self-evaluation necessary in a group with adequate self­
esteem, then we would expect 60 per cent or more of black children with 
adequate self-evaluation to have significant black biases. Even the 
African children in my London sample do not have a degree of positive 
evaluation of blackness at this level. Only 3 per cent of the rural 
Jamaican children I tested have a positive black bias, or a positive 
evaluation of their own ethnicity. This is despite the fact that the large 
majority of children in the Jamaican sample had. never seen a white person. 
But clearly they had internalised the ideology of the superiority of 
whiteness, and the inferiority of their own physical characteristics, 
transmitted by the general cultural and educational system. It is 
interesting to note that the children of Jamaican parents in the London 
sample showed somewhat less white bias (45 per cent as against 53 per 
cent) and somewhat more black bias than rural Jamaican children (13 per­
cent as against 3- per cent). It looks as if the experience of living in 
a multiracial society has to some extent enhanced the ethnic consciousness 
of these children. This is certainly compatible with Eoner's view (1977) 
that Jamaican migrants to Britain see whites in ordinary, and indeed in 
humble roles, rather than in idealised or high status ones, as is the 
cultural tradition in Jamaica,
I should stress that I am not using the torma "white bias" and 
"black bia3,r in a generally negative or pejorative sense. I expect white 
children to have, by and large, a white bias in their resioonses to the 
Civil and PRAM: such responses merely indicate the adequacy of their self­
esteem and levels of self-evaluation. By the same token, one would ideally 
expect black children to have predominantly black biases on the CMT and PRAM.
In Tables 8»9 and 8.10 the cumulative distributions of CMT and PRAM are 
presented for the U.K. English and West Indian subjeots, in comparison 
with the distributions of the raw data for the American subjects (Williams 
and Morland, 1976). For the CMT, the black and white subjects in the 
London sample do not have significantly different distributions, when these 
are compared by the non-parametrio test of distributions, the Kolmogorov- 
Smirnov test (Siegel, 1956). There is however a highly significant• differ­
ence between the black and white American subjects, the latter having much 
more white bias. White English subjects have significantly less white 
bias on the Civil.1 than white Anerican children; but black American children 
in the Williams and Morland sample have significantly lower levels of white 
bias on the CMT than do West Indian subjects in the London sample.
When the distribution of responses to the PRAM are compared, U.K.
West Indians have significantly less white bias than their white peers in 
the same schools. U.K. whites and U.S.A. whites have similar distributions; 
but U.S. whites have significantly more white bias than U.S. blacks; and 
U.K. blacks have significantly less bias than U.S. blacks. In comparing 
the British and American results one should bear in mind that Williams1 
data was obtained in North Carolina, and might not be typical of responses 
of black children in other areas of Amcrica(although no significant 
difference was found when the responses of the North Carolina sample were 
compared with those from a sample of New York children). It should he 
borne in mind that the normative data given by Williams and Morland was 
based upon a varied race of tester» The black tester tended to produce
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Proportions in U.K.,« Jamaican, American and European G-roups with V/hite 
and Black "Biases" in the CMC II and PRAM II
Table 8.8
G-roup
CM’: "Black 
bias " 
0-9
"No bias" 
10-14
"White
bias"
15-24
PRAM: "Black 
bias" 
0-9
"No bias" 
10-14
"White
bias"
15-24
Y/liite, 
English 
N 100 ' 6/ 314° 60/ 5/ 21 / 74/
UK West 
Indian 
N 113 3*5/« 3 ki5 ?° 6li-9‘/» 16.8/ 43.4/ 39.8/
UK
J amaican 
N .69 2.9/ 33.3/2 63.8/b 13.0/ 4 2.0/ 44.9/
UK
African 
N 23 30 0 4# 4 7 .8?? 21.7/ 43.5/ 43.5/ 13.0/
UK
Qypriot 
N 30 0/ 1 6.7/i 83.3# 3.3/ 1 6 .7/ 80/
UK Asian 
N 17 1 1 . 8  / 29.^2 58.8/ 5.9/ 2 3 .6/ 7 0.6/
Rural
Jamaican
N 117 7 .7 % 59.8/i 32 0 5/ 3.4# 42.7/ 53.0/
White 
American 
N 159 1 . 2% 24.5>i 74-2/ ‘ 1 0 .1 / 28.9/ 6 1 .0/
Black 
American 
N 176 608% 51.1/ 1 2 .5/ 34.1/ 53-4/
White 
G-erman 
N 56 3 06% 66 0 O/o 5.4/ 33.9/ 60.-7/
White
French
N 65 3.1# W.5/i 55.4/ 4.6/ 32.3/ 63 • 1 z
White 
Italian 
N 24 .12.5/0 12.5‘/i 75/ 0/ 1 7 / 83/
"Normal
distribut ■yon 1 5 .4/0 /—  - --
69.2/i 15*4/o 15.4/ 6 9.2/ 15.4/
Wjote. Figures for American, G-erman, French and Italian children obtained 
from Williams and Morland (1977), Best, Held and Williams (1 976) 
and Best, Naylor and Williams (1975),
Cumulative Distribution of Scores on the CMT II in Blaclc and White 
.English and American Subjects
•Table 8.9
Score on 
CMT II
Uli White 
°/o Curing
UK Black 
% Cum.?o
USA. White 
fo Cum.‘’o
USA Black 
% Cum .%
0-3 0 0 0 0 0 0 0 0
4-5 1 . 0 1 .0 2 . 6 2 .6 0 0 0 0
6-7 3o0 4o0 0 2 .6 0 0 1 . 1 loi
8-9 2 .0 6.0 3o5 6 0 2 1 o3 1.3 5.7 608
1 0 - 1 1 2 . 0 8.0 7.1 13»3 3.8 5 . 0 7.1 1 3 . 3
12-13 22.0 30.0 16.8 30.1 1 7 . 0 2 2 .0 16.8 30. 1
14-15 20.0 50.0 12,4 42 o 5 12.0 34o0 1 7 . 6 5 6 .8
16-17 14.0 64.0 14.2 56.6 18.9 5 2 . 8 18.7 75.6
18-19 13.0 77.0 19.5 7 6 . 1 1 7 . 6 70 0 4 7.4 83.0
20-21 9.0 86.0 12.4 8 8 . 5 1 5 . 7 86.2 1 3o6 9 6.6
22-23 11.0 97.0 9.7 98.2 12.6 98.7 2.8 99.4
23 3.0 100.0 1.8 100.0 1.3 100.0 0.6 100.0
N 100 113 176 159
Kolmogorov-Srnirnov Test of Significance:
UK white of UK black, Chi-squared, 2 d. f 0 , 1 .1 5 , p greater than .10.
US white cf US black, Chi-squared, 2 d.f., 1 7 .5 4 , P less than .001 .
US white cf UK white, Chi-squared, 2 d.f. , 12.83, P less than .005.
US black cf UK black, Chi-squared, 2 d.f., 9.84, P less than .01.
Note: US data obtained from Williams and Norland (1976)# 
UK blacks ore those with Wost Indian parents«
Cumulative Distribution of ^ Scores on the PRIM II in Black and White 
English and American Subjects
Table 8.10
Score on 
PRAM II
UIC White 
% Cum.fo
UIC
%
Black
Cum./o
USA White
fa ClUll./'o
USA Black 
fo Cum./'O
0-1 0.0 0.0 1.7 1.7 0.0 0.0 202 2,2
2-3 0.0 0.0 4.4 6.1 1.5 1.5 2.2
4-5 0.0 0.0 3.5 9.6 2 o 2 3.7 4® 4 8.8
6-7 1.0 1 .0 7.1 16.7 0.0 3.7 1.5 10.3
8-9 4.0 5.0 8.0 24.7 2.9 6.6 2 . 2 12.5
10-11 2.0 7.0 1 4 . 2 38.9' 3.7 10.1 11.8 24.3 ■
12-13 11.0 18.0 19.5 58.4 12.5 22.8 12.5 36.8
14-15 17*0 35.0 8.8 67.2 14.0 3 6 .8 17.6 54.4
16-17 14*0 . 49.0 7.1 74. 3 13.2 50.0 14.0 68,4
18-19 12.0 61.0 8.0 0C\JCO 16„2 66.2 11.8 80.2
20-21 14*0 75.0 8.0 90.3 13.2 79.4 8.1 8 8 . 3
22-23 19.0 94.0 6.2 96.5 16,2 95.6 8.1 96.4
2 4 6.0 100.0 3.5 100.0 4*4 100.0 3.7 100.0
N 100 113 159 176
IColmogorov-Sinirnov Test of Significance:
UK white cf UK black, Chi-squared, 2 d.f., 53*05, p less than .001®
UIC white cf USA wliite,Chi-squared, 2 d.f®, 0.67, not significant,
US white cf US black, Chi-squared, 2 d.f., 11.28, p less than .01.
US black cf UIC black, Chi-squared, 2 d.f., 12.87, P less than .005.
Note; US data obtained from Williams and Norland (1976). 
UIC blacks are those with West Indian parents.
more favourable attitudes to the black figure, but her overall effect was 
not significant. The tester for the U.K. and Jamaican samples was black, 
and this may have produced some pro-black responses in the children tested. 
It should be borne in mind too that the schools I tested had generally 
favourable attitudes to multiracialism (which is why they allowed me to 
teat the children), and a third of the teachers in these schools were 
black (African, or West Indian of African descent) or Asian,1 Multiracial 
materials were quite frequently used in these schools. It is possible 
that black children in less progressive schools, and in areas where blacks , 
are few in number, might have significantly more white bias in their 
responses to the CMT and PRAM. -This is an interesting area for further 
study.
Self-Esteem and Colour Evaluation
An important argument of this thesis is that the CMT and the PRAM 
especially are measures not only of colour evaluation, but of self- 
evaluation. Black children who evaluate black figures negatively may be 
seen as having negative views not only of the group to which they belong, 
but of themselves. If indeed the PRAM is a measure of self-esteem, then
Jwe would expect it to have some correlation with a more conventional 
measure of self-esteem. White children with strong white biases would 
have higher self-esteem; but black children with white biases should have 
lower self-esteem. As explained in the previous chapter, I have developed 
the Ziller non-verbal measure of self-esteem for use with children aged- 
between 4 and 7° I must stress that the development of the test for this 
age group is experimental, and no previous studies of reliability and 
validity are available.
Table 8.11 shows the correlations of the Ziller measure with 
CMT II, PRAM II, being an isolate, popularity score (derived from the 
sociometric test, discussed below), and sex. %  original hypothesis, 
that Ziller would be related to CMT and PRAM in appropriate directions,
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is borne out, for some groups at .least. English children (and older 
children particularly) who have higher s core3 on the Ziller measure, 
indicating better self-esteem, display more white choices on the C M  and 
PRAM. Conversely, older West Indian children with fewer white biases in 
the CMT and PRAM also tend to have better self-esteem. Thi3 is true also 
for the PRAM in the rural Jamaican sample. Correlations of the same order 
(between 0.2 and 0.3) also emerge for Cypriot, African, Asian and U.K. 
Jamaican children, but fail to reach an acceptable level of statistical 
significance. It.should be borne in mind that even if significant, correla­
tions at this level do not explain much of the variance in the measures 
concerned; either the self-esteem measure contains a considerable amount 
of measurement error (and with no estimates of reliability and validity 
this remains a possibility), or there are many other important influences 
on self-esteem. Probably both factors pertain.
The mean levels on the Ziller measure show interesting variations.
The higher the soore, the higher the hypothetical self-esteem (the-nearer 
the child places the figure representing herself to the good figure', and 
the further from the bad figure). The white, English children have the 
highest level of self-esteem, and the rural Jamaicans the lowest.
Analysis of variance (reported in Table 8.12) shows that these differences 
are, overall, highly significant. These differences are certainly 
compatible with the general interpretation that self-esteem bears some 
relationship to the subjective evaluation of one's ethnicity.
There are some other indicators of the validity of the Ziller 
measure: it correlates significantly in some (but nob all) ethnic groups 
with the social isolation and popularity ratings in ways which would be 
predicted from previous research on self-esteem (Coopersmith, 1967; Ziller, 
1972). There is a clear trend in all ethnic groups for popularity to be 
positively related to higher self-esteem. The implications of social 
isolation are less clear, and although the direction of the correlation
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Correlations of the Ziller Measure of Self-Esteem with C M  II, PRAM II 
and Sociometrio Variables
Table 8.11
Older English 
N 73
Younger Englis 
N 27 i
j i All English 
N 100
Qypriot 
N 30
CM? -II «287* „201 .274** - .068
PRAM II «322** .307 o318** .207
Sociometric
Isolate ”•037 -o193 - . 1 6 2 -o413*
Popularity
Rating 0-197 .233 .198* .312
Sex (female) ”o1 23 -.236 ”„138 o158
Self Esteem 
’ Score 2.88 (SD 1.03) 2.07 (SD 1.14) 2.66 (SD 1.16) 2.18 (SD 1.09)
Older West 
Indian 
N 78
Younger 
West Indian 
N 35
All 
West Indian 
N 113
UK  
Jamaican 
N 68
CM? II *-.278** - . 0 8 2 ”.237* - . 2 4 0
PRAM II -.246* 3-.137 -.202* -.170
Sociometric
Isolate -.188 -«003 -.147 -.131
Popularity
Rating .203 .292* . .209* .174
Sex - . 1 0 6 -.240 -.123 - . 0 6 1
Self E&lfreeani 
Score 2.30 (1.14) 2 .0 5 (1 .1 2 ) 2.30 (SD 1.27) 2.48 (SD 1.13)
African 
N 23
Asian 
N 17
Harmony 
N 14
Rural 
Jamaican 
N 117
C M  II -.196 -.417 .314 -.1 31. '
PRAM II ♦~.266 -» 2 78 .042 -.27 5**
Sociometric
Isolate -.384 -.235
Popularity
Rating «332* .317 — r~
Sex -.09 -.352 . 3 2 6 -.079
Self Esteem 
Score 2.62 (SD 1«76)/ .. 2.5 (SD 0.78) 2.33 (SD 1.23) '1.91 (SD 0.85)
* = significant at the 5 per cent level
>** = significant at the 1 per cent level or beyond
Analysis of the Variance of the Ziller Measure of Self-Esteem 
Across Ethnic Groups
Table 8,12
Group
Deviation from 
Grand Mean
(2.31)
English 0.47
UK West Indian 0.09
Asian 0.11
African 0„21
Cypriot -0.11
Rural Jamaican -0.3 6
E (cLfo, 5, 399), 7«.94,
p less than „01
EUa (controlling for age and sex)
.24,
P less than .01
is as expected in all ethnic groups', the correlation is significant only 
for one ethnic group (Cypriot)„ In general, we can conclude that the 
Zillor measure of self-esteem does have some validity when used' with very 
young children. The correlation of the self-esteem measure with skin 
shade within some ethnic groups, reported in the following section, is a 
•further indicator of possible validity.
Skin Shade and Colour Evaluation
I rated the skin shade of the West Indian, Rural Jamaican and Asian 
children according to three categories. The first category (which 
included all the African subjects) was Dark. The majority of West Indian 
and Jamaican cliildren fell into this category, and a minority of the 
Asian children. The second category was medium, and the t hird category 
fair, including some West Indian children. A further category, white, 
included all the English aiid the Qypriot children. This latter group have 
dark hair and brown eyes, but so far as I could judge, white skin. It 
should be stressed that tills colour classification is a subjective one, 
and there was no other judge available to make independent ratings. The 
classifications may reflect my cultural biases, and might not be the same 
as those of, say, an English observer.
Table 8013 indicates that in Jamaican children in the London sample 
(but not'in the West Indian children.as a whole) skin shade is signifi­
cantly related to self-esteem - that is, the lighter the skin, the better 
the self-esteem. This is an interesting finding in view of the literature 
on self-esteem and the meaning of colour which I reviewed in an earlier 
chapter, and is certainly compatible with earlier findings (Philips, 1973) 
in Jamaica.
It will be. seen that when all the U.K. subjects are combined, PRAM 
is significantly related to skin shade. What effectively this means is 
that skin shade is acting as a proxy for1 ethnicity; the fairer the skin, 
the more wliite choices on the PRAI.I. This does not hold, however, for the 
CM.
222.
Correlation of Skin Shade vdth CMC II .and PRAM II in Different Ethnic G-roups
223.
Table 8o13
UK West Indians 
N 113
UK Jamaicans 
N 68
Rural Jamaicans 
N 117
Cl® .06 .10 .09
PRAM .19 .12 .07
Ziller self-esteem measure .12 . .25* .23**
Popularity Rating .12 . 0 VO
i I | I;
-
Asian Harmony All UK Subjects
N 17 N 1A N A00
Cl® .20 .01 .01
PRAM .32 .13 .37**
Ziller self-esteem measure -.30 -.17 -.09
Popularity Rating -.12 - .02
* ~ significant at the 3 per cent level
** _ significant at the 1 per cent level or beyond
Note: Skin shade rated 0 (dark, including all Africans),
1 (medium),
2 (fair),
3 (white, including all Cypriots)
Ethnic Balance in the Classroom, and Teacher1a Ethnicity
Some American writers (Banks and G-ambs, 1972) have suggested that 
ethnic balance in the classroom is an important influence upon how black 
children see themselves. I have been able to examine this possibility in 
the two infant schools in North London, since the range of black and Asian 
children in the ten classes studied was from 7 per cent to 74 per cent of 
pupils. These percentages include West Indian, African, and Asian 
children, and I have taken them to include the total in-group, being all 
the '• coloured" children in the class. The analysis reported in Tables 
8.1 A and 8.13 is based on West Indian children only; the numbers of African 
and Asian children■were too small to make separate analysis feasible, 
for a similar reason, data on Qypriot children was not analysed separately.
In Table 8.14 I have compared the rank orders of the mean Cl® and 
PRAM scores in the West Indian and English children in the ten classes.
The results are extremedy interesting. There are clear and. statistically 
significant relationships between per cent black, and fewer white choices 
in the Cl® and PRAM. What this implies is that in an environment in which 
the"\Majority of children are black or Asian, evaluation of colour and . 
ethnic characteristics is more' favourable amongst black children. It looks 
too as if the proportion of black and Asian children Has to be over 30 per 
cent before this increase in ethnic self-acceptance is marked.
The data for the English children on the Cl® show no significant 
variation across classes with differing proportions of white children. 
However, the rank order correlation with PRAM levels is both negative and 
highly significant. What this means is that the fewer the white children 
there are in a classroom, the more likely they are to evaluate white 
positively. It is as if being a minority accentuates consciousness of 
ethnic characteristics in these white children. The converse is not true 
of black children. Being in a minority in a classroom is associated with 
a devaluation of ethnic characteristics, rather than a heightened
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Comparison of Rank Orders of Pro;-ortlon of Blaok and Asian Pupils, and 
Moan Sc or00 of CMC II and PRAM I.t in 10 Infant School Classes
Table 8 .1 4  .
School class
Rank of 
Black %
Rank of CMT 
mean in West 
Indian 
children
Rank of 
PRAM mean 
in West 
Indian 
children
Rank of 
CMC mean 
in 
English 
children
Rank of 
PRAM mean 
in 
English 
children
7/o black; teacher 
English 1 1 1.5 2 10
33% black; teacher 
English 2 6 . 5 3 5 6
36% black; teacher 
West Indian (black, 3 4 4 3 9
39/o black; teacher 
English 4 3 6 9 4
30% black; teacher 
Indian 3 2 1.5 6 8
59?o black; teacher 
West Indian (Asian) 6 8 5 1.0 3
63%> black; teacher 
English 7 10 7 7 1.5
67% black; teacher 
Tamil 8.5 9 8 . 4 5
67% black; teacher 
English 8 . 5 6.5 9 8 7
74^ o black; teacher 
English 10 5 10 1 1 o5 ■
Rho: Fbr cent black, cf Rank of CM1 in West Indians, 0.51,
p less than „1, 
greater than .05
Per cent black, cf Rank of PRAM in West Indians, 0.91 ,
p less than «01
Per cent black, of Rank of CIvLL1 in English, -.023,
p greater than .10
Per cent black, cf Rank of PRAM in English, ~.78'7,
p less than ,0 5, 
greater than .01
Note: Per cent black in above rankings includes West Indian, Asian and 
African children; mean rankings for CMC and PRAM based on data 
for West Indian children only.
White children include both English and Cypriot children; 
mean rankings for CMT and PRAM based on data for English 
children only. • /
consciousness or evaluation of them. Perhaps this interesting and para- 
doxioal result reflects the genero position of blacks as a minority group, 
and w h i t e s  as a majority group. In general, whites do not'need to reflect 
on their ethnic characteristies because of their majority status; but in a 
situation in which whites are more powerful, and determine many colour 
conceptions embedded in ordinary language, blacks in minority situations 
tend to.devalue themselves relatively to whites.
Pour of the ten classes had black or Asian teachers. I have tried 
to isolate the possible influences of teacher’s ethnicity on CMC and PRAM 
scores by means of analysis of variance (Table 8.15)- The effect of ethnic 
balance (measured by a classroom with more than, or less than 50 per cent 
black or Asian in the class) on CMC and PRAM scores in West Indian children 
remains highly significant when age and sex of child, and race of teacher 
are controlled. The same is true for the PRAM scores of the English 
children. A similar exercise for the effect of race of teacher clearly 
indicates that it makes no difference to CMC or PRAM scores of West Indian 
and English children, whether or not the teacher is English, or black or 
Asian.
I have carried out similar analyses of variance for the Ziller self­
esteem measure across' school classes with differing ethnic balance, and 
race of teacher. Although in the predicted direction so far as ethnic 
balance is concerned (black children in classes v/ith above 50 per cent 
black or Asian tend to have better self-esteem) the overall effect is -not 
statistically significant. The variation of self-esteem according to race 
of teacher is nearly random.* What one can safely conclude is that in this 
sample, having a black or Asian teacher makes no difference to ethnic self- 
evaluation or self-esteem. But for black children, being in a majority 
cle'arly makes a difference to ethnic self-evaluation; and it affects, to 
a lesser extent, personal self-esteem.
Analysis of the Variance of CMP II and PRAM II Across 10 School Classes 
containing 175 pupils, with Differing Ethnic Balance, and Race of Teacher
ffiab le  8 .1 5
West Indian
Deviation from Deviation from 
CMP grand mean PRAM grand mean 
15 .79  13 .32
English
Deviation from Deviation from 
CMP grand mean PRAM grand mean 
16.09 17.47
Group
50°/o or more 
black or 
Asian in 
class
Less than 
50% black 
or Asian 
in class
Black or 
Asian 
teacher
English 
teacher
Analysis of. variance:
CMP
West Indian pupils compared across classes with differing proportion of 
black pupils, F (d.f. 1 ,90) 4.01, p less than .05, greater than .01.
Eta (controlling for age, sbx, and race of teacher) 0.28, less than .05, 
greater than .01.
English pupils compared across classes with differing proportion of black 
pupils, P (d.f. 1,03) 0.52, not significant.
Eta (controlling for age, sex, and race of teacher) 0.05, not significant.
West Indian pupils compared across classes with English or Black/Asian 
teacher, P (d.f. 1,90) 0.54, not significant.
Eta (controlling for age, sex, and ethnic balance in classroom), 0.06, 
not significant,
English pupils compared across classes with English or Black/Asian teacher, 
P (d.f. 1,8 3) 0.42, not significant.
Eta (controlling for age, sex^ and ethnic balance in classroom) 0.09, 
not significant.
PRAM
West Indian pupils compared across classes with differing proportion of 
blaolc pupils, P (d.f. 1 ,90) 7.6 5, p less than .01.
Eta (controlling for age, sex, and race of teacher) 0.39, P  less than .001.
English pupils compared across classes with differing proportion of black
pupils, P (d.f. 1 ,8 3) 5*47, P less than .01.
Eta (controlling for age, sex, and race of teacher) 0.32, p less than .01.
West Indian pupils compared across classes with English or Black/Asian 
teacher, P (1,90) 0.33, not significant.
Eta (controlling for age, sex, and ethnic balance in classroom) 0.11 , 
not significant.
English pupils compared across classes with English or Blaclc/Asian teacher, 
P (d.f. 1,83) 1.53, not significant.
Eta (controlling for age, sex, and ethnic balance in classroom) 0.16, 
not significant.
I have investigated outgroup choice - choosing children in the socio­
metric test from -a different colour group - using data from nine classes in 
the two London infant schools studied.- One class was excluded because it 
had only 7 per cent of children who were black or Asian. All of the other 
classes had a third or more pupils who were black or Asian, thus allowing 
a reasonable possibility that choosing individuals from one group or 
another was not determined by the lack of available choices.
The in-group for West Indian children was taken to be West Indian, 
African and Asian children; the out-group was taken to be English or 
Qypriot children. Only the out-group choices of West Indian and English 
children have been statistically analysed, since numbers in the obher ethnio 
categories were too few for this purpose. Table 8.16 shows that in West 
Indian children^ making outgroup choices tends to be correlated with higher 
scores (i.e. more white choices) on the PRAM. The converse is true of 
the English children, but although in the expected direction, this 
correlation is not statistically significant. Being a sociometric isolate 
is positively related to white choices in the West Indian children, 
indicating perhaps that West Indian children who have no black friends 
are more likely to evaluate whites positively.
Extreme Scorers on the PRAM II and the Phenomenon of Switching in 
Colour Evaluation between the CHU II and PRAM II
If time permitted at the end of testing, I asked children with high 
scores on the PRAM to explain why I;hey liad chosen white figures so 
frequently. The replies indicated the general validity of the test. Thus, 
Sean,- aged nearly seven, told me, "Anything white is better. Black is bad. 
White people are kinder ... " Cynthia, a dark-skinned child of Jamaican 
parents, said, "Well, I just like white people". Her teacher told me that 
in a classroom task in which children had to write a prayer, she wrote, 
"Thank you God for white people".
Outgroup Choice and Colour Evaluation
.Table 8,16
Correlations of Data Derived from the Sociometric Test with CMT II and
PHAM II in English and West Indian Children in Nine School Classes with
Proportion of West Indian Children Ranging from 25 per cent to 63 per cent
Variable
English N 59 
CM1 PRAIvI
West Indian N 89 
CMT PRAM
Outgroup choice - .1 7 -.2 3 «13 .30**
Sociometric isolate «,16 .07 ■ - .1 4  .23*
Popularity Rating 
(less to more) -0  28* - .1 5 «07 -„12
* = significant at the 5 per cent level
** = significant at the 1 per cent level or beyond
Note; "Outgroup choice" for English children was the choice of a
West Indian, Asian or African child in the sociometric test;
for a West Indian child, the choice of an English or a 
Cypriot child.
Mary, an English g irl of six was embarrassed when I asked her to 
explain why she had chosen the black people as bad. She looked at me 
sadly, as i f  to say, "You're not bad, Miss". But when I asked her directly 
about a picture, "Is she bad because she’s black?" ,_Maryi replied without 
hesitation, "Yes". Shuri, a dark-skinned Indian g irl aged nearly 7 said 
that she liked the white people because they were near to her colour,
"Those are black," she said, pointing to the dark-skinned figures in the 
pictures, "and I am brown".
John, an English boy, explained that he didn’t  like the black figures 
in the PRAM; nor did he like the coloured children in his class, which is 
why he hadn’t  chosen any to go to the seaside with him. Diane thought 
black people were "mean"; Jacqueline, another English g ir l , replied likewise. 
V/hen I  asked her why she thought the black figures were mean, she replied, 
in circular fashion, "Because they’re brown".
What I  found most interesting were the black children who had high 
scores (indicating much white bias) on the CMT, and low scores (indicating 
a significant black bias) on the PRAM. Thus Loraine, aged 6, a West Indian 
child, had a score of 23 on the CMT. But as she began the PRAM she said 
aloud: "I'm black, and I don't see why black people should be bad", and 
had a score of only 1 on the PRAM. Since a number of black children made 
similar switches from white bias on the CMT to black bias on the PRAM, I 
decided to look at this phenomenon in more detail. In Table 0.17 &re 
presented the proportions of West Indian and English children switchings 
from extreme scores (15 or more, or 9 or less) on the CMC to extreme scores 
in the PRAM. Thlrtoon per cent of (die West Indian subjects in the London 
schools made switches from a wliite bias on the CMT to a black bias on the 
PRAM. Very few English children made such extreme switches, in any 
direction. The differences between the two ethnic groups in this respect •
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For the sake of confidentiality, f i r s t  names of children 
.have been altered.
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is  highly significant.* Maybe the black children suddenly realised the 
meaning of the te s t, and the fact that I too was black. Like Stephen, a 
West Indian child who stopped half Way through the PRAM, looked at me and 
said, "This lady looks, like you, I don’t  think she's bad" (and who 
thereafter chose the black figures as good), there had perhaps been a change 
in the way a child sees himself as a black person. In terms, of the Meadian 
theory which I outlined in Chapter 1, "The ‘I 1 exists only in the present 
moment since i t  is  ongoing; we are always feeling, responding, experiencing 
in this present moment". We take the *1* of the past moment, and make i t  
the ’me’ of the present. . So Stephen, in this moment of realization that 
he was black, and that black people are not bad, had experienced in this 
moment of self-consciousness, a new dimension of his self, a new aspect of 
his identity.
Self-Bvaluat i on and Identity Development in Black Children
The results of the data analyses seem clear enough: black children 
have a significant amount of white bias in their colour and ethnic evalua­
tions. Only African children come anywhere near to evaluating blackneso 
and black people in positive rather than negative terms. This ethnic 
self-evaluation is  related  to poor self-esteem, and to a number of other 
sociometric characteristics, including ethnic balance in the classroom.
These results have important implications, I think, for the considera­
tion of the black child 's identity  development. G-lobal identity is  built 
from multiple images of the se lf, integrated in various ways and degrees 
with one another, and reflecting a variety of cumulative and interacting 
experiences as the child grows oldor. Tho negative evaluation of his 
colour hy the average black child in the schools 1 studied implies that 
he has to cope with th is negative self-evaluation as his identity develops. 
The older black child, member perhaps of. a peer group which no longer
* None of the children in.the sample, in rural Jamaica made extreme 
switches from white' bias on the C’iuT to black bias on the PRAM.
Three' per' cent of the subjects made switches in the other 
direction, however. • - ■
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Extreme Switching in Colour Bias .in English and UK W e s t  Indian Children
: Table 8 .17
West Indian 
N 1 1 3
English 
N 100
W hite bias in CUT II  
(score 1 5 +) and 
Black bias in PRAM II  
(sc ore 9 . or le s a) 1 3 . 3 # 1 .0 ^
Both Civil1 II  and PRAM II 
scores in "normal" 
range (10- 1 /+), or in 
adjacent categories 85. 8J» 96.0/0
White bias in PRAM II , 
(score 15+) and 
Black bias in CMl1 II 
(score 9 or less) . ' '0 .9 #  . 3.0>:$
Significance: Chi-squared ( 1  d .f . , combining the bottom two
categories) 9*79* p loss than .005, with 
correction for continuity.
Note: In the 117 subjects from rural Jamaica, the proportions in 
the three categories were 0 per cent, 9606 per cent, and 
3o42 per cent. This is  not significantly different from a 
"normal1' distribution.
devalues blackness, has to copo w:* l:h th is residue, perhaps exercising a 
powerful but latent influence, of negative feelings about himself. Only a 
longitudinal study of a similar sample could te l l  exactly how this might 
happen, and what coping mechanisms the children might u tilize . I t  is 
interesting to note that Bart (1976) studied a sample of 10-year-olds 
in the junior school attached to one of the infant schools in which I 
worked. His findings were somewhat pessimistic. The majority of the 
10-yoar-old West Indian children he studied had.poor ethnic self-esteem, 
below average academic performance, and clear signs of alienation from 
the school system. I t is  probably inevitable that a substantial number 
of the black A- to 6-year-olds -I have studied will follow a similar path.
Obviously there are multiple influences on the ethnic and personal 
esteem manifested by the black children in ny s ample. Cultural background 
clearly makes a difference. The African children in ny sample have much ' 
lower levels of white bias than their West Indian peers; but presumably 
the school and the wider society treat these children in similar terms, 
simply as black. The positive evaluation of blackness which many of the 
African children displayed is  clearly derived from cultural background, 
transmitted to the children by their families. Clearly the family is a 
most important agent in the development of both ethnic and personal 
esteem, and many West Indian families, both in the London and the Jamaican 
samples have transmitted negative views of blackness to their children.
Skin colour seems to make a difference, and the "fair" West Indian 
child may have particular identity problems in that he i3 treated as 
black by the wider society, but is  particularly likely to evaluate white 
figures positively. To identify white, and be treated as black must 
create particular tensions in identity development. I t  is  interesting to 
note that the small sample of Harmony children I studied, with one black 
and one white parent, seemed to have fewer problems of this type. But 
these children had parents who belonged to an association, one of whose 
purposes was to enhance the ethnic consciousness of their children.
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Structural factors seem to lie important too in the development of 
ethnic seIf~evaluation, and the finding that black children who are not a 
minority in a classroom have more positive ethnic self-evaluation is  an 
important one. The policy implication is  clear: isolated black children, 
unless they have strong family support, are likely to have d ifficu lties in 
their ethnic self-identification. Conversely, white children who are in a 
minority in the classrooms I studied do not have poorer ethnic self-? 
evaluation. As a matter of policy, there would be no harm, and probably 
much benefit, in encouraging the development of school classes in which 
blacks are in a majority.
Summary and Conclusions
At.the end of Chapter 7S eight hypotheses about colour evaluation 
and self-esteem were tentatively proposed. I t is  probably worthwhile 
to repeat the3e hypotheses, and then after each hypothesis to summarize 
the pertinent findings.
(1 ) White children in the British sample will display similar levels 
of colour bias to white children studied in America and Europe.
This hypothesis is  partia lly  supported. Sixty per cent of the white,
English subjects have a significant colour bias on the Civil1, compared with
74 per cent in the Americans studied by Williams and his colleagues, 66
per cent of Germans, and 55 per cent of french. Seventy per cent of the
English subjects had a significant bias on the ERAivI, compared with 61 per
cent of white, American children, 61 per cent of Germans, and 63 per cent
of french. Although these biases are in the same range, there are some
significant differences between mean scores, as indicated in Tables 8.9
and 8.10.
(2) Black children in the British s ample will display significantly 
less colour bias than white children in the same school classes; 
but nevertheless, the amount of white bias they will display in 
their evaluation of colour and of coloured people w ill s t i l l  be 
considerable.
This hypothesis is  supported for the PRAM, but not for the CMC. 
Sixty-two per cent of the UK West Indians have a white bias on the CMC,
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compared with 60 per cent of the white, English subjects. Forty per cent 
of the West Indian subjects have a white bias on the PRAM, compared with
74 per cent of the English subjects, a highly significant difference.
(3) The black British children will show levels of colour bias similar 
to those black American children tested by a black researcher.
Although there are overall differences between the UK'West Indian
and the black American samples (more white bias on the CMC in the UK group,
but les3 white bia.s in the UK group on the PRAM), when race of tester is
taken into account the PRAM scores of the two groups are quite similar.
Differences on the CMC remain when race of tester is-taken into account,
however, and there is  clearly much more white bias in the responses of the
UK West Indian children to the CMC. The UK African group however display
much less white bias on the Clvff and PRAM than either the UK-West Indian
group, or the black American group.
(4) The black British children will show significantly less white 
bias, than black Jamaican children.
This hypothesis is not supported for the CMC, since rural Jamaicans 
show rather less white* bias than do the UK West Indian subjects, and the 
UK Jamaican subjects. But with regard 'bo the PRAM, the UK West Indian 
group lias somewhat less white bias than the rural Jamaican group.
(5) Self-esteem as measured by the Z iller test will be related  to white 
bias in the black British subjects (the more the white bias,' the 
poorer the self-esteem); self-esteem will have the opposite 
relationship in white subjects (the more white bias, the better the 
self-esteem).
This hypothesis was supported by a number of significant correla­
tions, in the direction predicted, clearly indicating that the CMC and 
the PRAM are to some exbont measures of self-esteem. A black child who 
devalues blackness and black people is  to a significant degree, devaluing 
himself and manifesting poor self-esteem about his ethnicity.
(6) Sociometric status w ill be reflated to self-esteem, isolated 
children in particular having poorer self-esteem.
This hypothesis was p artia l],7 supported; i t  emerged however that
sociometric popularity was a stronger correlate of self-esteem than was
isolation from peers. But in general, these correlations do indicate the
validity of the measure of self-esteem.
( 7 ) Children choosing friends across ethnic boundaries w ill have 
differential levels of both colour bias and self-esteem.
This hypothesis was partia lly  supported; children choosing friends
from within their ethnic group tended to have higher levels of evaluation
of their ethnic characteristics. But the correlation was s ta tis tica lly
significant only for the West Indian group.
(8) Scores on the CMP and the PHAM will be highjycorrelnted; but these 
scores will be unrelated to age, sex, and cognitive orientation, 
as judged by the Sex Role measure.
These hypotheses were partia lly  supported. The CMP and the PRAM 
are strongly related; and are uncorrelated with sex. However, there is a 
significant tendency for CMP and PRAM scores to increase with age in some 
groups. Colour evaluation is  generally unrelated to the Sex Role te s t.
In Chapter 7 I stressed that these were tentative hypotheses; they 
were, of course, made in advance of the data analysis, and the general 
support for these hypotheses is  both interesting and welcome.
In sum, we can say that the CMP and the PRAM are important measures 
of colour and ethnic evaluation which can be used cross-culturally. They 
are reliable and vxlid measures in the British and Jamaican contexts. -The 
variations across ethnic groups are additional indicators of validity.
Our interpretation of the CMT and the PRAM as measures of self-evaluation, 
and therefore as measures of self-esteem appears to be justified  by the 
correlations obtained. The Z iller measure of self-esteem too seems to be 
a promising measure of self-esteem for use with young children.
The relationship between colour evaluation and the proportion of 
black children in the classroom, for which I made no specific predictions,
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is  an important finding, with some policy implications which I disouss in 
the next chapter. The teacher’s elfmicity is  nob per se important; what 
is  most important, perhaps, is  the kind of curriculum with which she is 
involved, and there are certainly possibilities for improvement in this 
field . I discuss these possib ilities in detail in the next chapter.
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The Enhancement of Self-Concept: Some Programmes and Suggestions
G-iven the relationship of individuals to each other, feelings about 
the self are never fixed and sta tic . As he participates in social 
relationships, the individual is always open to continual socialisation and 
modification. Society is  "an open horizon for man’s ongoing self- 
realisation" (Sharp et a l , 1975)- This is  a lifelong process, and begins 
in early childhood. Butler (19^9) suggests that by the age of three the 
young child has developed a reasonably well integrated, view of himself.
This becomes the core and precipitator of a ll his future behaviour. He 
suggests that "Life is  not over at age three, but the general view toward 
the world and toward one-self is alrèady present. Possibilities for 
change are always present, but the longer a behaviour persists the more 
d ifficu lt i t  is  to change". This indicates therefore that at as early an 
age as four the child might be able to respond to attempts to improve any 
negative views of himself.
Ed.ucators have made attempts towards this and by the setting up of 
’compensatory education1 programmes, but for the young black child with a 
negative view of himself and his ethnicity, these attempts have not been 
very successful in t lying to break the cycle of deprivation created by 
these societies. What appears to be necessary is an 'educational' 
programme which would relieve the young black child of the tremendous,--7., 
burden of feelings of inadequacy and inferiority  which seem to become 
integrated into the very structure of his personality as i t  is  developing.
In the rest of this chapter I shall be suggesting ways of improving 
the self image of those young black children who have fallen prey to the 
’white over black' situation which generally exists in most societies 
where the black family finds i ts e lf  in a minority situation. These 
attempts will be considered, under the following headings: culture; the
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family; the school; and experimental methods with direct- reference to the 
British situation. I t  is  fe lt  th;> t more emphasis should be given to the 
enhancement of the self at a l l  levels, but especially in the pre-school 
child because, as Gordon (1969) remarks, "For very young children, 
negative self view may be as damaging as physical illness or as actual 
physical handicap".
Culture
The attitude of the young child towards himself and towards others 
results largely from his social interactions with other human beings. ’ This 
of course does not dismiss the possible influence of genetics in 
influencing the impact of the general cultural milieu on the individual. 
Human behaviour is  a result of both biological and environmental 
influences, nature and nurture.
Language is .the  medium through which the culture of a-particular 
society is  transmitted to the younger members of that society. Learning 
theorists would argue that i t  is. through word association that the 
emotional meanings of words are conveyed. Similarly the extinction of 
certain response tendencies should go some way in reducing the associa­
tions conjured up in the minds of individuals when they use certain words. 
The radical extremist pointing to the racist association of many words, 
suggests that the dictionary be re-written; but I would suggest that i t  
is  not simply a matter of rewriting, but of a fundamental change in the 
emotional meanings attached to certain words.' For example, the young 
black child is continually exposed to the association of black with 
’badness* and white with ’goodness' (see Chapter 2). Such symbolic 
association is  plentiful in every day speech, children’s and adult
lite ra tu re , in religion and in the mass media.
How does th is cultural symbolism affect the pre-school black child?
Some of the research evidence suggests that contact with the cultural
symbolism only indirectly affects the child’s tendency to evaluate white
positively and black negatively, because up to the age of three, this 
tendency is learned from the linguistic and social norms of the family, 
rather than from the wider society. Developmental psychologists such as 
Brian and Goodenough (1929) have suggested that children between the ages 
of three and six tend to group objects on the basis of colour rather than 
form, Phyllis Katz (1976) took th is further and suggested that " . . .  A 
child*s perceptions and concepts about people should follow the same 
rules as their perceptions and concepts about other kinds of stimuli.
The processes underlying the effects of reinforcement should not d iffer, 
whether the child 's social learning concerns table manners, or who is 
welcome as a friend in the house". Prior to the exposure to the cultural 
influences of society the child "feels" that white is  good; and 
following 'indoctrination* from general cultural symbols the child comes 
to know that white is good (Williams and Morland, 1976).
Learning theorists propose that extinguished response tendencies 
w ill not become re-established unless they are reinforced again. This 
would suggest that simply altering the evaluative meanings of colour 
names would not .affect how the black child comes to regard himself in 
any substantial way. What is  necessary is  a change in the very fab id c 
of the society, a change in the situation where whites enjoy greater 
privileges than blacks, and where generally there is  a "white over black" 
situation. On a macro level there is  need for a change in the avenues to 
'the means of production* for the average black person; and on a micro* 
level, a change in the 'consciousness* within the black family.
One of the f i r s t  tilings the young black child comes to realise is  
the privileged position of most of the members of the white group over 
his own. Whites occupy positions of power, live in better houses, 
receive better education and hold better jobs than members of the black 
•minority group. (This of course i3 not a function of minority group 
status as such, i f  one cares to examine the South African situation).
In areas where members of the black community tend to excel, for example 
in sport, i t  is  sometimes thought bhat such excellence is  a function of 
genetics. A situation such as th is cannot in any way serve to enhance the- 
esteem in which the young child holds his group and indeed himself (cf. Jone3 , 
1 977> who demonstrates th is empirically).
Williams and Morland (1976) have suggested that heavy emphasis upon 
race as a social-classification may serve to "alert young children to the 
importance of race and sensitize them to racial messages, including those 
which contain racial bias". Recently, the question of 'immigration* has 
become an election issue. Anxieties of parents are passed on to children 
and hence for many of them 'race' is  an emotive subject; i t  does matter to
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which race you belong. The young black child hardly has any other choice 
but to" conclude that to belong to the black race and to be an ' immigrant * 
is  bad,. and therefore he is  bad.
However, blackness can mean sometiling positive for some black people. 
The rise  of the black consciousness movement in the la te  196O3 has led 
many black people, not only in the United States but also a significant 
minority in Britain, to see themselves as basically 'good' human beings. 
Williams and Morland (1976) have suggested that the use of the words 
"black" and "white" to refer to the two groups " . . .  invites the child to 
generalize the colour meanings to the racial groups: i f  these people are 
called 'white*, they must be good ones, and i f  these people are called ‘ 
'b lack ', they must be bad ones". This means (they su^ggest) that the-'7“' 
black community, by expecting- the black child to identify with the word 
black in a positive way, is  putting an added burden on to the child as he 
in effect lias to say to himself, "I am bad and i t  is  good to be bad".
Here the authors overlook the notion that blacks are not simply passive 
recipients of the views the white majority group hold of them. Instead 
there has been a positive redefinition of 'black* and 'blackness* within 
many black communities. (See Chapter 4). Concomitant with th is racial
awareness, there has developed a redefining of standards of beauty. This 
to ta l redefinition by blacks, a rela tive to what lias traditionally  been 
regarded good and beautiful, has provided a healthy atmosphere in which 
the young black child is  free to develop positive feelings about himself 
and others like him. In Conger’s (197?) model, black pride reduces 
alienation from the self and increases se lf esteem in other areas.
Some ire searchers consider some members of the black community to be 
alienated from society, but this might be a wrong assessment of the situa­
tion, Members of the black.community can and do have adaptive mechanisms 
for coping with the racist nature of the society. Some blacks in Britain 
can develop a positive subcultural identity (found mainly among the youths 
of the black community)* Research by Louden (1977) in Birmingham,, for 
example, showed the development of "shadow values" and "shadow talk" 
among the black.youth. These youths fe lt  secure within th is 'cu lture1 
which incorporated reggae, pseudo Rastafarianism and £>atois. This is  one 
area (they feci) that the whites w ill not be able to in f iltra te  and hence 
devalue. There is  some indication too of the development of a comparative 
reference group within the black community i ts e lf . The young black child 
now has the choice of identifying with black models and heroes within the 
black community. These, however, are few in number; and but for 
institu tionalised racism they could have been greater in number. On the 
other hand, since the development of alternative 'cultures' mainly belongs 
within the domain of second generation West Indians, the very young black 
child may bo caught between the allegiance to the traditional values of 
his parents and those of the younger generation, that is , his older 
sisters and brothers who in turn may be in conflict with their own parents 
over the ir rejection of the values of white society.
The church has been an important vehicle in the black community for 
tackling-problems of everyday l ife . However, Louden (1977) feels that the 
traditional black churches have fa iled  the youth of the black community
2
because they have not realised the ir potentiality as a "substitute society", 
as well as a source of spiritual enrichment. Instead, the youth have 
found a new image through their own subculture.
I t  is  clear from the above discussion that the black child 's notion 
of himself arises from an interactional pro.cess betv/een himself and the 
society. At the present time the nature of British society is  suoh that, 
unless the racism so deeply embedded in the very fabric of the society is  
changed, the young lower class black child has very l i t t l e  chance of 
developing a positive image of himself. All the major institutions 
including the po litica l, economic, social and educational have, put the 
black child and hi‘s family in a disadvantaged position. The key to any 
change then needs to be an institu tional key. There is  too a need for 
change in the mentality among many members of the black community. This 
is not helped by the present form of racism wliioh when translated into the 
historical quality of contacts between blacks.and whites, also serves to 
reinforce the black individual's notions of personal and community 
inferiority .
Although i t  is  true that blacks seem to be more likely to be affected 
by poverty and low socioeconomic status than their white counterparts, i t  
is  also true that blacks learn to cope in unique ways. The basic question 
for the black community is : "How can a wider range of strategies be 
provided in the face of the institu tional nature of the barriers to an 
adequate se lf  concept?" Perhaps the answer lies in attacks upon key 
institu tional practices. The setting up of the Commission for Racial 
Equality and i ts  powers of investigation, of not only individuals but 
institu tions, may go some way in aiding the black community in i ts  
struggle for a better deal in a multiracial society. And eventually too 
i t  is  hoped that the notion of 'Black is Beautiful* will become more than 
a mere rhetoric for the black community in Britain.
2 2*.
The Family
Ehrlich (1973) in reviewing studies concerned with the effects of 
types of child-rearing practices upon attitudes suggests that such studies 
are of importance because, f irs t ly  they show the influence of the parents 
" . . .  on the development of the child's self-attitudes and his or her 
concomitant attitudes toward others, including the parents themselves"; 
and secondly, the influence of the parents " . . .  on the child 's ab ility  to 
cope in problem-solving situations".
Rosenberg (1953) was the f i r s t  to produce an extensive piece of work 
demonstrating the importance of parents in the development of se lf esteem. 
He, studied 9,000 American High school students and found that the level of 
parental in terest, encouragement and support of the child was a much more 
important determinant of self esteem than ethnicity or social class 
considered by themselves. Parents who were not very interested, in or who 
did not give support to the ir children in their ac tiv ities (grades in 
school, activ ities with friends) tended to have children who had poor self 
esteem. Rosenberg's data suggested that extreme parental indifference was 
associated with lower se lf esteem and was even more deleterious than 
extreme punisluncnt or control of the child. (Lack of love, failure to 
trea t the child, with respect, failure to give him encouragement and a 
tendency to consider the child as something of a nuisance was interpreted 
as parental indifference)• The author argues that the child who come3 to 
think of himself as not being worthwhile in the eyes of his parents so Oil 
comes to think that he is  indeed a wortlil.ess person. In- other words, the 
child begins to internalise .the views of his significant others. Williams 
et a l (1971) reached a similar conclusion, in a study of young black 
children, suggesting that both harshness and parental indifference lead to 
poor se lf esteem.
Coopersmith's (1967) study of ten- to twelve-year-olds, which 
included interviews with their mothers, showed that a combination of lack
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of parental guidance and a relatively harsh use of discipline and punish­
ment, with a stress on force rather than on love were th e .conditions most 
conducive to the development of pour se lf  esteem. In contrast, firmer and 
more consistently demanding regulations by the parent combined with love 
and affection for the child were likely to lead to high self esteem. Also, 
as long as the child saw that punishment and restriction were expressions 
of the parent's concern for him, punislunent did not have any harmful conse­
quences. Inconsistent discipline and irrational punishment were however 
likely to.lead to poor self esteem. In concluding, Coopersmith (1967) adds 
"The most general statement about the antecedents of self esteem can be 
given-in terms of three conditions: to ta l or nearly to ta l acceptance of the 
children by their parents, clearly defined and enforced lim its, and the 
respect and latitude for .individual action that exist within the defined 
lim its. In effect, we can conclude that the parents of children with high 
se lf esteem are concerned and attentive toward their children, that they 
structure the world of their children along lines they believe to be proper 
and appropriate, and that they permit relatively great freedom within the 
structures they have established".
Although Coopersmith13 (i 967) investigations were among ten- to 
twelve-year-olds and th e ir mothers, there is  no reason to assume that 
investigations (albeit with a different tool) among four- to seven-year-olds 
would have yielded very different resu lts. Similar patterns of child 
rearing among families with younger children may well result in children, 
having poor se lf esteem because their parent or parents are irrational 
(in the child 's eyes), punish them sometimes for some misdeeds while com­
pletely 'overlooking* similar 'offences' on.other occasions, or indeed did 
not discipline them because of sheer neglect. Conversely, high se lf esteem 
can be fostered in a young child when Coopersmith*s three conditions are 
enveloped in the socialisation process.
Cooporsmibh1 s findings suggo b that authoritarian and highly con­
servative parents induce poor self esteem in children. Authoritarian 
parents are unlikely to allow latitude and freedom of action and decision 
only within clearly defined boundaries, following this vein one can safely 
assume that authoritarian parents are much less likely than their 'l ib e ra l1 
counterparts to adopt a pattern of child-rearing which demonstrates love 
and affection for the child and are more likely to demand obedience and 
conformity for i ts  own sake from the child, rather than in relation to some 
end. wliich is perceived by both parent and child as being rational. I t may 
also be that authoritarian parents do have poor self esteem themselves, and 
the relationship they have with their children involves the transmission of 
not only authoritarian attitudes, but also deprecating attitudes to the 
self. I f  parents themselves have poor se lf esteem i t  is d ifficu lt to see 
how they can effectively foster positive feelings about the se lf in the 
children for whom they have care. Not only in their words but also in 
their actions do they demonstrate to the young child feelings they have 
about themselves, but feelings they expect the child to have of himself.
Like Coopersmith, G-ecas (1972) points out that se lf  esteem may vary 
according to context. He found in his study of adolescents that parental 
support had the strongest relationship to se lf esteem in situations relating 
to every day tasks. Father's support was particularly related to self 
esteem in the boys he studied.
Since the 'sphere' of young children is fa irly  narrow and the parents 
feature very much in their every action, parental support is  even more 
significant among this age group than among older children. G-ecas (1972) 
found that Iris older subjects indicated that their "real selves" could be 
identified most readily in their peer group situation. Some two years 
la te r , along with Thomas and others (Thomas, G-ecas,et al ,  1974) in a study 
of American adolescents, G-ccas concluded that, "The child who has received 
l i t t l e  or no love from his parents rebels against their efforts to exert 
control over him and turns to new, alternative l ife  styles for values,
246.
247.
ideals and role models". New peer groups come to form an alternative and 
powerful source of self esteem for such people. The very young child is 
unlikely to have such an alternative and so the importance of parents in 
showing love and affection for the child is again demonstrated. Williams 
et al (1971) in investigating the impact of parental constraints on the 
development of "behaviour disorders,pointed out that the black lower class 
child has fewer alternative sources of self evaluation and so is  more 
vulnerable to parental influence.
One’ may now conclude that parents have a-very important part to 
play in fostering good se lf  esteem in the ir young children. I t  lias not 
been possible to draw very much upon data relating directly to Tyery young 
children, since very few researchers have attempted to investigate this 
phenomenon. However, the material presented in this thesis tries  
indirectly to point out the significance of parental relationships with 
the ir young children by outlining how children acquire attitudes not only 
to others but to themselves, and points to the crucial importance of 
parents in transmitting to the child societal values about the merit of 
minority groups in society.
Rainwater (1SG1}) points out that the family is  the crucible of 
identity formation for the black child. For the young child the impact 
of the parents is  indeed very strong. This would suggest therefore that 
the parents could be similarly effective in enhancing self esteem in a 
child who has developed negative attitudes towards himself for one reason 
or other. Work v/ill be reviewed in a la ter part of this chapter which 
will indicate the effectiveness of parents in attempting to foster 
positive feelings about the self in children with poor self esteem. Such
parents would endeavour to be less authoritarian and domineering towards 
their children, would permit greater latitude within the structures they 
have established for their children, would accept them to ta lly  and be 
concerned and attentive toward these children. Since G-ecas’ (1972) findings
pointed to the importance of the same sex parent in fostering good self 
esteem in the child, then change io how the cliild regards himself may be 
achieved by concentrating on the relationship between such a parent and 
the child.
G-ecas et al (1974), arguing along the line of the ’Mirror1 theory 
(Mead, 1934) versus the ’Model’ theory (Bandura, 1963) investigated the 
relationship between the child’s self concept and that of his parents.
They found that the overall trend of the data demonstrated that the child*s 
self concept was more closely related to his parents' perceptions of him 
than to his parents' self concepts. The findings thus supported the 
’mirror' theory and so have implications for how parents and others who 
assume this role for one reason or the other (residential workers, nursery 
officers, daily minders, case workers) regard a child. A child with poor 
self esteem is  very vulnerable to opinions others have of him (Hewitt, 1976) 
and so unless significant others interact with such a cliild in a positive 
way, constantly reassuring him as to Ms good qualities and helping him to 
improve the poor ones, such a child will continue to ’see himself as having 
l i t t l e  worth.
As shown in Chapter 2, the cliild with low solf esteem hits a tendency 
to compare himself negatively with the positive qualities which he sees 
in others. TMs leads to the derogation of the self. (Tliis does not 
necessarily mean that such a child expresses positive opinions of others). 
The cliild eventually comes to be aware of his imagined negative appearâïice 
to others and may seek to defend himself in many ways. In a Day Care unit 
with wMch I am professionally involved, one particular response, of such a 
child comes to mind. Joan is the darker of two cMldren of a single second 
generation West Indian mother in Britain. She is constantly told by her 
mother that she is ugly, "no good" and would be "eaten by monsters" i f  she 
didn't behave herself. I t  would appear that Joan sometimes used the 
medium of the unit to carry out tliis 'death wish1. She would quite
viciously .’attack’ other children and then take herself off to dark 
corners with the hope tin t ’the m<«asters' would get her.
Hewitt (1976) points out tliat the child with poor self esteem may 
also make other responses to this state. He may rationalise what he sees 
as ills own failures or he may indeed attempt to become like those whom he 
regards positively. A perceptive nursery officer might recognise this and 
encourage such a child to participate in activ ities which will allow him 
to realise that which lie seeks to emulate.
I t  was also argued in Chapter 2, that anxiety is  one of the manifesta­
tions of low se lf esteem. Parents and others (play group workers, teachers, 
nursery officers) who are involved in the care of such a child would help to 
enhance Ms feeling3 about himself i f  they help Mm to avoid situations to 
wMch he is  particularly sensitive, and as a resu lt quite vulnerable.
Anxiety can be a paralysing experience for the young child, and as i t  
interferes with conduct may lead to misinterpretation of the cMld’s 
behaviour. He may become labelled by others as someone of l i t t l e  worth 
and eventually comes to regard himself thus. I feel caretakers have an 
obligation to such a cMld to help Mm through such a d ifficu lt period, 
as children are as susceptible to change (for the better) as they are to
the adverse perceptions others have of them.
A British study by Marsh (1970) shows how i t  is  possible for not 
only black but white children to regard black positively. Marsh investigated 
the ’cognitive awareness’ and ’value association' of two-to seven~year-rold 
black British (parents from West Africa), and white children. These 
cMldren were a l l  fostered by English families in East Sussex. Positive 
images of their parents and their origins were encouraged by these foster 
parents, and as a result the cMldren regarded blackness and black people 
positively,
Over the past few years black professionals in Britain, and more so
in America, have been concerned about the problem of identity development
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in black and mixed race children fostered or adopted by white families. 
Marsh's .findings suggest that i t  is  the quality of the information given to 
the child by the caretakers, and also how the natural parents (in the case 
of the fostering situation) present themselves to the child that affect 
how the child w ill come to regard himself as a black individual. Marsh 
showed.that the black parents involved in his study were always elegantly 
dressed during their v is its  to foster homes, and were able to bring gifts 
for their children. The children and foster parents therefore had positive 
images of them. The fact that the natural parents were students and were 
to hold prominent jobs in their country of origin may have contributed to 
the..images others had of them.
Of the thousands of black children in care, most are in the care of 
white adults. I t  is  fe lt though that the perceptive white caretaker can 
be just aa effective in creating a positive self image in the young child, 
as the blaclc parent might be. The child 's basic need is for love and 
security, and when he has these he will begin to see himself and others 
like him in a positive way providing th is is encouraged by the significant ■ 
others in his l if e .  Many black children are fostered or adopted by 
families in areas where they my be the only, or one of the few black 
children. This situation does not preclude the formation of a positive 
feeling about blackness, and hence about the self. The child simply needs ■ 
positive feedback as to Iris worth a3 a black person and his general 
feelings about himself w ill thus be enhanced.
One of the basic necessities for the creation of good se lf esteem 
in the young child is for the parents (cspcolally the mother) to have an 
adequate self image themselves. Copeland (1977) outlines many reasons wliy 
some black women have negative feelings about the ir worth and suggests ways 
of improving th is . Using Mead's (1934) se lf  theory paradigm as a frame 
of reference Copeland provided counselling services for a number of black 
women with the aim of: (a) offering continuous supportive counselling to
foster positive se lf concepts, at the same time accentuating individual 
strengths; (b) encouraging self exploration, and (c) helping such women to 
manipulate the environment so as to e l ic i t  positive resjjonses. With these 
aims achieved with most of her ’c lien ts’ , the conclusion may be drawn that 
such women, when they themselves become parents, should be able to offer 
the sort of environment to create positive self regard in their children. 
Such parents too should be able to adapt the tools learnt to enhance the 
se lf esteem in enhancing identity  development in any child for which they . 
iiave charge •
Self-concept is  learned through a gradual process of. interaction 
with others. This can be positive or negative depending on how one’s 
significant otters regard one. For the young child, the family is the 
’crucible’ of self concept formation. Because of the nature of most 
societies in which the black family finds its e lf , parents are sometimes 
not able to offer the £>ositive feedback necessary for good se lf concept 
formation in their children because they themselves have come to regard 
themselves negatively. On the other hand, one’s feeling about the self 
may bo altered, inways similar to those through which th is feeling has 
been acquired. The process is gradual, but not very d ifficu lt to achieve 
in young children. The young child is flexible, reacts easily to positive 
reinforcement and hence is susceptible to change.
I t  should be stressed too that although the black child in care has 
a double set of problems, not only frombeing in care but also from being 
an individual whose needs to develop positive sense of ethnic identity are 
probably not mot (Pago and Clark, 1977), being brought up in a “normal" 
West Indian family in Britain is by no means a guarantee of positive 
identity formation. Such families are particularly likely to be authori­
tarian (Bagley, Bart and Wong, 1978), as they are in Jamaica (Bagley and 
■Young, 1978). Such authoritarianism is  not conducive to the development 
of positive self-esteem, for the reasons I have outlined in the preceding
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pages. Moreover, West Indian parents have probably internalised the 
negative view of blackness which derive from the imposed "white" culture, 
dating from the time of slavery. As we saw in the results of the empirical 
study using the Colour Meanings Test and the Pre-School Racial Attitudes 
Measure, being a child from a West Indian, rather than an African family 
is  a strong predictor of poor ethnic self-esteem. I t  seems that African 
parents are much less likely than West Indians to transmit to their children 
cultural symbols which imply that being black is a negative characteristic. 
If  West Indian parents could "debrief" themselves, or rid  themselves 
through mutual group counselling of these negative views of blackness, 
then they could transmit to their children a much more positive self-image.
Raymond-Giles (1977) an American who studied a number of multiracial 
schools in England, reports that: " . . .  one problem related to West Indian 
identity stemmed from the fact that many West Indian parents seemed to want 
their children to be cut off from the West Indies, and become white. West 
Indian parents were described as having * a real fa ith  in English education*, 
and although black children were aware of the rea litie s  of education in 
working class schools, they could not communicate this re a lity  to their 
parents". (p.1A7)• The deference which West Indian parents have for the 
educational system (a cultural value derived from their socialization- in 
the West Indies) is probably interpreted by British teachers as indicating 
that these parents accept the goals and purposes of English education, 
even i f  that means transmitting a negative evaluation of "blackness".
I t  is  fe l t  that the black parent•can best help the young child by 
(as Kurt Lewin (1940) advised.the Jewish parent to do) aiding him in 
accepting his minority group status, and using i t  as a position of strength. 
Parents should treat the problem not as an individual and private matter 
but as a social issue which in the end would lessen the likelihood of 
self-accusation and se lf pity. The minority child needs to feel a sense 
of belongingness with other members of his group. This is  best provided
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through the interdependence of members of the group. At the present time 
the West Indian community s t i l l  appears to be divided by island factions, 
unlike the Asian cormmmity which is more united in i ts  fight against that 
which serves to devalue their group. Lewin points out that this sense of 
belongingness serves to minimize ambiguity, tension and maladjustment in 
the young child. Finally he suggests that minority parents should not be 
afraid of overlapping loyalties, since belonging to more than one group 
is natural and necessary for everyone. V/here the danger lie s  is  in 
standing "no-where", that is , in being a "marginal man". West Indian 
parents are particularly prone to this situation. Unlike the Africans 
or Asians, the historical link with Britain renders them the victims of 
certain beliefs. For example, i t  is f e l t  by many educators that as We3t  
Indians should be able to speak the English language, the need for extra 
tuition in this area is not necessary, and so extra teachers are not 
employed to this end. But as i t  is  clear that mastery of the English
language does affect performance in other areas of the school life  than .
the West Indian child is  clearly at a disadvantage given his background
in Creole (Bagley, Bart and Wong, 1978)« In tewin's (1 940) terminology he
is  standing "nowhere", a "marginal man", in that he devalues Creole, but 
may not have mastered standard English,
The mixed race child, (the result of the union of black and white 
parents) suffers from both cultural and genetic marginality. However, such 
a child is regarded as black and in most cases .is treated thus. I t  behoves 
the parents of such children to help them to develop a feeling of belonging­
ness with the group to which they feel most affinity . I t  is  unlikely, 
though not impossible for the mixed race child to identify with the white 
group for a number of reasons, not least of which derives from the 
identification of the parents. But'many mixed race children accept a black 
identity and derive great support from the black community.
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The importance of parents d’’ the formation of not; only porsonal 
and ego identity but a group idcn'-d.ty wliich is  sound, strong and supportive 
should now be clear. I t  is  through interaotd.on with parents- that the child 
f ir s t  comes to learn of his worth as a human being and as a member of a 
particular group. I t  has been shown that a combination of authoritarianism 
and lack of parental guidance is  likely to result in a poor se lf image in 
the child. The optimum family climate appears to be one in which there is 
love and concern for the child, combined with structures which permit 
some degree of freedom for the child. The child comes to see himself as 
his signd.ficant others see him. For the fdsrst few years- of the child 's 
l i f e , the parents are lais only significant others and as such the image 
he comes to tMnk they have of him affects how he regards himself, not 
only in the present but may affect his future self-regard as he interacts 
with others in the way he thinks they would have him act. The family is 
the crucible of identity formation and in consequence is  the most 
effective instrument of change for the child with poor self esteem. One 
should not overlook, however, the possibility of alienation, powerlessness, 
fatalism and anomie which are so prevalent among many poor, working-class 
black famild.es (Rainwater, 1965). The young child from such a family 
might have very l i t t l e  to draw on emotionally. He would be at a 
disadvantage because the economic insecurity of Ms home often does not 
enable M.rn to develop an adequate sense of .trust in society. Such a child 
is  also less likely than his mid die-class counterpart to develop a sense 
of autonomy and drdtiative, since not only does he have fewer opportunities, 
to do so, but lower-class f  arnilies often have ambivalent attitudes toward 
cMld independence (Rainwater, 1965). Successful identity formation 
becomes a more complex task when the young child experiences d ifficu lties 
in mastering these basic requirements of survival. Such cMldren see their 
parents as being helpless in the ir social milieu and th is realization 
severely weakens the impression of strength that children need to feel 
in their parents.
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Many lower class black families do succeed in aiding the young child 
in mastering the basic phases of development. Ausubel and Ausubel (1958) 
emphasized that "the consequences of membership in a stigmatised racial . 
gr*oup can be cushioned in part by a foundation of in trinsic self e steem 
established in the home". The average black family, however, having to 
overcome the influences of racism, does have a rather momentous task of 
helping the young child to establish a positive and healthy self esteem.
Raymond Giles (1977) in his survey of the West Indian experience in 
British schools points out that the West Indian parents put great fa ith  in 
the education system, and see the school’s role as that of providing a ll ' 
that the child needs to develop into a responsible citizen. I t  is  
important therefore to discuss the role of the school in establishing 
and enhancing self esteem in the young black child.
The School
In addition to the family, the education system is  the most important 
institu tion of socialization in this society. As McNeil (1969) points out, 
"The terms ’education1 and ’socialization* should be considered 
synonymous . . .  for education is  the primary means of socializing a ll 
children after they reach the age of five". In many ways the family'has 
delegated the responsibility for the supervision of the child’s development 
to the school. In the case of many WTest Indian families in Britain, this 
is  almost to ta l (Giles, 1977).
The school is thus an integral part of society and as such is  l 7" 
rcsponsiblo for in stillin g  a set of normative values which support, not 
challenge the existing societal values. Since i t  places people in line 
for access to ’the means of production’ , i t  should develop the social as 
well as the individual aspect of the child. The current concern by groups 
such as Harmony (a group comprised of families for whom multi-racial 
living is an every day experience) about the education system is  to make 
education relevant to the needs of the black or mixed race child as an
individual and as a social being. Educators need to accept the black child 
on his own terms and work to achieve i t s  goals by serving as an ego- 
supporting, meaningful institu tion  which encourages diversity. In th is way 
the black child should be helped to 'actualize* Iris s e lf  by u tilising  his 
cultural background, and not having to ignore or denigrate i t .  At the 
present time the education system to a large exbent ignores the black sub­
cultural element of British- society. What the black child need3 is an 
experience which enables him to develop a positive personal and social 
identity. (Social, identity refers to an external manifestation of the 
black child 's perception of who he is ) .  This. feeling of .self worth will 
only become a possibility i f  the group to which the child belongs is 
accorded dignity and the freedom to make choices over a wide range of 
opportunities.
Apart from i ts  function of transmitting culture in a formal way, 
the school has the role of influencing social change. There is  need for 
more recognition of the la tte r  role and the use of the s chool in improving 
the 'lot* of the black community in Britain. For a number of reasons, 
black families experience d ifficu lties due to poor housing, economic 
deprivation and lower status schools in deprived urban areas. Such schools 
can result in the young child experiencing crises of se lf respect, possible 
feelings of inferiority  and rejection of the self. The school, even in 
such neighbourhoods may continue to create the illusion that only middle 
class whitd norms of behaviour are acceptable. Thus the black child d e ­
forced to abandon Ms black idenbity i f  he wants to be rewarded by society, 
lie conies to see himself as unimportant and therefore excluded. So far, 
the educational experience for the young black child in Britain is in the 
majority of schools, unaccepting and essentially rejecting of the social 
and cultural backgrounds of his people. I t  is  in tMs area, that a change 
need's to occur.
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One should also not forget tho effect of teacher expectations, on the 
development of self regal'd. Illst (l 970) outlines the se lf fu lfilling  
prophecy of teacher expectations on children's performance, and Rosenthal 
(1973) in a detailed review shows that 'the pygmalion effect liv e s '. What 
young black children need are teachers who believe they can learn, who 
expect them to learn and who teach them with this optimistic expectation. 
Teachers, whose naievete and cultural biases lead them to expect less from 
black children should never be teaching such children. A teacher does not 
need to be an avowed advocate of the inferiority  of the black race to 
damage the emotional and in tellectual growth of black children. Because 
such children, along with the ir parents do not present the 'correct' cues 
indicating their desire to learn, their intentions may be misunderstood. 
L ittle (1978), in discussing reasons for the scholastic underachievement 
of hlack children in London schools.goes so far as to suggest that,
"Teachers are a most important influence . . .  they stereotype West Indians 
by expecting poor work and bad behaviour from them; the children may then 
live up (or down) to these stereotypes . . .  The teachers are only reflecting 
the attitudes of the dominant British culture, which denies West Indians a 
sense of their own ethnic identity and personal worth".
What then can schools do to enhance the selfesteem of young black 
children? So far teachers in Britain have been making one of three kinds 
of responses to the problem: (1) they regard "children as children" and 
ignore cultural background; (2) they make 'patronising' efforts to include 
usually 'old ' material about parents' homeland; (3) they help children to 
develop a sense of identity and awareness of themselves as social beings in 
society (Giles, 1977). The solution appears to lie  in a system which treats 
each child as an individual and as a contributing member of a social peer 
group. The only way the young black child can sense that he is respected 
as a person by Ms teachers is by their expectations of him, Ms achieve­
ments and through their provision of parameters for accompliahment. The .
young black child will only succee < i f  the education ho receives is 
relevant to Ms everyday l ife . He needs to feel a part of what he should' 
be experiencing through books, language etc. TMs is the only way he will 
develop pride in Mmself as an individual and in his group as sometMng 
worth identifying with. Pride does not come through the rhetoric of "I'm 
black and I ’m proud" but through acMevement, and demonstrable acMevement 
in fact.
The implication here is  that i f  the black child is ,to  learn and i f  he 
is  to have a positive se lf concept, then the school setting must provide 
curricular experiences that w ill foster self esteem in the black cMld, or, 
in other words, help him to meet Ms need for esteem.* But, how can the 
curriculum be made relevant for the young black cMld? Efforts in Britain 
have so far concentrated on cMldrcn of Secondary school age where 
innovation is introduced in Social or Religious studies. (Taylor, 1974)• 
Although Williams and Morland (1976) suggest that efforts toward change 
are probably best concentrated on this age group, there is no evidence to 
suggest that efforts to enhance the self esteem of four- to seven-year-old 
black children through the curriculum would be valueless. Experience in 
America (Giles, 1974) warns us about the ineffectiveness of so-called 
’Black Studies’ programmes. These are programmes which largely cover the 
areas of the homelands from which blacks originate, namely Africa and the 
Woat Indies. Giles (1974) assessed the impact of such a programme over a 
nine-month period and found that i t  had very l i t t l e  effect in changing-r.the 
attitudes of the black children towards themselves and indeed their 
prejudices against people who actually lived in these areas. Instead, an 
approach was advocated whioh would (a) bring about respect and appreciation 
for people of diverse'ethnic backgrounds; and (b) in s t i l  dr the pupils 
ethnic pride as a f irs t step towards se lf  respect.
* of the proposals put forward by Samuels (1977)«
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Bagley and Coard (1975) in hace and Education Across Cultures show 
that a sample of West Indian children in London primary schools, aged 
between 5 and. 11 by and large held negative, stereotyped views of Africa 
and Africans. Knowledge of Africa frequently reflected the cultural 
stereotypes' of colonialism: "They're diseased. They don't live good lives 
. . .  the people don't wear clothes, they live in the jungle . . .  sometimes 
they have to be servants . . .  i t ' s  hot. The people are coloured and they 
dance about". Overwhelmingly, the black, West Indian children thought 
that Africa was a poor and backward region. The physical likeness of West 
Indians and Africans was seen primarily as an embarrassment. Five-year-old 
Phillip, for example, of Africa, said: " I t 's  a big country. Some of the 
people are black and some of them are white. Some are nice . . .  the whites. 
The blacks are, are (embarrassed pause) . . .  T don't know".
I t  is  clear therefore that one task is  for the teacher to attempt to 
dispel such stereotypes a3 i t  would be unfair to burden the young child 
with identifying with a group that he does not respect. Young children 
should be helped to understand that sim ilarities and differences are a 
basic condition of life  in Britain and helped to accept ethnic distinctions 
as a basis for the realisation of se lf worth. Such children should come 
to realise  that s e lf  respect and group respect are based on the way any 
people conduct themselves, in their own culturo. The best example is set 
by the teacher who respects the young black child for what he is ,  and in 
so doing, helps him to respect himself. Before being asked to accept.*^ 
Africans, black children should, f i r s t  have pride in themselves as 'Black 
B ritish '. I t  goes unsaid that teachers should themselves be unprejudiced 
and that their approach to education especially in an inner city area 
should be a multicultural one.
Some schools and nurseries (and a ll  of the schools and nurseries 
used in my study fa ll into th is category to some extent) have already 
been making positive attempts toward creating 'a  positive se lf  identity '
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in many black youngsters. G-iles ('1 977) in bis British survey found that 
"culture" at this level was introduced through food, clothing, stories, 
games, music and dance. These were things that the teachers fe lt that 
children of that age could experience themselves. As shown in Chapter 5, 
black British children do tend to identify very strongly with their parents’ 
country of origin with the resu lt that their need for a supportive 
’cultural education’ is clear. I am of the opinion, however, that since 
many four- to seven-year-old black children now in Britain were in fa c t . 
born here, one good way of tackling the problem of poor self image in any 
such children would be to work within the context of their present situation. 
G-iles (1977) reports one such attempt in his survey of teaching materials 
used in nursery and infant schools. He found that the teachers tried  to 
produce material which reflooted the fact that black people "existed". A 
library of photographs of black children engaged in ac tiv ities within the ir 
own community was.organised and the picture booklets were used for 
individual and group discussion.
Some schools even developed a photo competition in order to help to 
improve the black child1.s image of himself. The teachers in such estab­
lishments fe lt that as a resu lt of this scheme, the children's attitudes 
toward learning and toward, themselves had improved - "Just the fact that 
they saw nice pictures of themselves seemed to be very pleasing to the 
children". Observations by the Headteacher led her to believe that the 
black children responded positively to what she t ermed ''oulturally-based- 
material'o"
American ovidcnco on i;ho use of 1 free schools’ or supplementary 
schools (Betts, 1973) has shown that the programmes used in these settings 
do have a positive influence on se lf  concept. Similar projects carried 
out in Britain have also yielded.very encouraging results. Supplementary 
schools - both those run by parent groups and those set up by ’official 
bodies' such as the Local Authority, have in so far as they have been
evaluated, been fairly  successful •• <i their aims of trying to improve the 
black child 's image of himself. Ar> evaluation of one such s cheme set up 
in Deptford revealed that "By the end of the year, the children had gained 
more confidence and self-respect" ( Maokj 1977)* In 1970, a "supplementary 
service" project was set up in Waltham Forest, north-cast London, which used 
teaching materials based on the West Indian culture. An assessment revealed 
that significantly fewer West Indian children are now being referred to 
schools for the educationally subnormal. Lawrence (1973) shows that 
educational achievement may be improved i f  there is an improvement in the 
child 's image of himself. I t  is  possible that the children in the Waltham 
Forest project improved academically because their feelings about th e ir ' 
general se lf  worth had also improved. I t  should be borne in mind that 
control groups were not used in these evaluations, and that the evaluation 
was 6fton done by the people carrying out the programme.
Two of the aims of the North Lewisham Supplementary school project 
were, (1 ) to improve the self image of the children, which in turn would 
lead to increased confidence and hence better work performance; (2) to 
raise the level of the child 's awareness of her/himself as a black person, 
through positive emphasis on her/his culture and history and so assist the 
child in finding an identity which is hot alienating. This project ran 
in itia lly  for one year and catered for twenty-five children between seven 
and eleven years old. An evaluation of the project after a year showed 
that, "The children on the scheme were found to benefit greatly from the" 
environment where they and their work were appreciated and where they were 
able to grow in an atmosphere where their blackness was not invalidated 
through unaware omissions . . .  " (Report on the North Lewisham Project - 
November 1975 to December 1976).
What is i t  that accounts for the apparent success of these projects 
in improving the self image of young black children? The method of assess­
ment (validity and re liab ility ) is  unknown and so any interpretation calls
for careful consideration. But there are a number of important features 
of these projects. The materials used related directly to the background 
of the children involved; they reflected the children's needs and daily 
l ife . The books (for example, the Ladybird Sunstart Reading Scheme and 
the Nelson’s West Indian Readers used by the Lewisham Project) reflected 
the multiracial nature of the society. The very high teacher/pupil ratio 
gave the children the individual attention many of them needed to feel 
secure in the learning environment.' In the Deptford scheme for example, 
there were five teachers for twenty children. The flex ib ility  and 
sensitivity which the teachers showed was remarkable, and possibly this 
sensitivity is  much more important for the enhancement of se lf  esteem 
than the amount of materials uso il.  The author of the report on the 
Lewisham project (1976) remarks: "Were the materials . . .  available in. 
schools, but were nevertheless insensitively handled in a way through 
which unaware racism shone through, the children could be adversely 
affected and their se lf image damaged".
Contrary to the experience of many of the teachers interviewed by 
Raymond. Giles (1977), there was a great deal of parental involvement in 
the activ ities of the Supplementary schools. The parents showed an 
in terest in their children's achievements and were willing to be involved 
with their ac tiv ities as long as they were assured of the nature and'value 
of their, contribution. From the previous discussion on the value to 
se lf esteem of pardntal involvement in the young child’s activ ities earlier 
in this chapter, i t  may safely be concluded that th is might have helped 
in the formation of positive feelings of se lf worth in these children.
There is  no doubt that these supplementary services are serving an 
important function for a small section of the black community, but 
they do not, in any observable way, a lter the thinking of educators 
in the ordinary school where the majority of children (including those
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attending supplementary schools) receive their education. y Concerned 
parents and parent groups have been trying to put pressure on education 
authorities and head teachers to a lter the thinking, largely middle cla3s 
and white, in schools so as to reflect the general nature of society. As 
mentioned previously, some schools try  to introduoe the idea of multi- 
racialism through music, dance, games, food, clothing and books. Others 
have adopted the ’whole school’ concept which was pioneered in South 
London by the ILEA. J. Mack (1977) commenting on one of the schools which 
adopted this approach, remarks: "Now, up on the walls and in the class­
rooms and library, are pictures and materials from the West Indies and 
Asia, as well as Britain. The children’s se lf  portraits reflect the 
racial balance".
Would the change being suggested involve local education authorities 
in much extra expenditure? I t  would not appear so. The final conclusion 
in J . Mack’s article suggests that, "Ravenstone changed without much money, 
books or materials being pumped in. All schools could do the same 
tomorrow".
The regard a child’s teacher has for him could be reflected in the. 
content of the lessons being taught to him. The size of the majority 
group, however, affords the child some degree of protection against a 
biased curriculum, as the results of my empirical study (Chapter 8) have 
shown. Means (1972) points out that i t  is  extremely d ifficu lt for a 
small minority of black children surrounded by white children to develop 
positive feelings about themselves. Much of the contents of the School 
Council’s study of schools a l l  over Britain (1978) show that where there 
are only a few or no children from a minority group in a school, many of
1. .See recent report of "Race and Teachers: the Schools Council Study" 
(New Society, 16.2,78.). I t  is  notewortliy that the publication of 
this report lias been prohibited, by the N.U.T. mainly because i t  
shows how many teachers make incorrect assumptions about the awareness 
and implications of ’race’ among children of-four years and above.
This assumption, of course, affects their teaching methods, and the 
contents of their teaching materials.
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the teachers did not feci that i t  -.'as important to take into consideration 
that in fact the children were living in a multiracial, multicultural 
society. They fe lt i t  was not necessary to demonstrate this in the con­
tents of their teaching materials. The young black child of course needs 
to feel some identification with other members of Iris group for him to 
benefit effectively from a multicultural emphasis within the curriculum.
% own finding is  that a composition of at le a s t',50 per cent black is  
necessary. Means (1972) however, suggests that in order for the black 
child to maintain his ethnic identification, there probably needs to be a 
minimum of twenty to twenty-five per cent black enrolment in an integrated 
school. "Even so," he continues, "black children require a great deal of 
home support, relative to who they ore". Studies by Louden (1977) and 
Bagley et a l (>1978) show that a group identity (as represented by the 
number of black children in the school) is  protective of self esteem.
Their studies suggest some sim ilarity to the situation described by 
Rosenberg and Simmons (1973)* Of course, the school should in effect 
reflect the neighbourhood, so that in an all-black neighbourhood, the 
composition of the school would be similar. The consequence for self­
esteem is  then somewhat different.
Racial composition is important for many reasons not least of which 
that an imbalance may lead to the confusion by the teacher of 
personality and racial factors as influences on, say, aggressive behaviour. 
The behaviour (aggression, withdrawal, passivity) of the lone black child 
in a classroom may either reinforce stereotypes or he generalised to the 
oLher members of the class. In the situation where there is a sizeable 
number of minority group children, the number would be big enough for 
play styles to vary and the uncomfortable effects of labelling to be, to 
some extent, reduced. There lias been no systematic study of the effects 
on his selfesteem of what Porter (1971) calls "the lone integrator", but 
there is  very l i t t l e  doubt that the negative effects would be lessened 
by a more equal rac ia l mix0
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I f  at a ll possible, race and social class should not mutually 
reinforce each other. As in the situation above, differences in play 
styles, level of achievement etc» may be interpreted not only.by other 
children, but also by teachers and some naive researchers, as being due 
to race rather than class. L ittle (1975) -in an a rtic le  in Race and 
Education Across Cultures, edited by Verma and Bagley, shows that the 
level of achievement in black 10-year-olds in London schools is significantly 
less than that of white children of the same age. The naive researcher 
might, interpret this difference as indicating'a real lack of ability  in 
black children; but in fact, as L ittle shows, the difference can be 
explained by the social class of the area from which the black children 
come. Black families in fact, live in particularly disadvantaged areas of 
the city, and are forced by various kinds of discrimination, into the leqst 
prestigious types of employment, which in turn lias adverse consequences on 
acliievement.
I t  should be stressed too that the overriding factor in enabling 
the young black child to gain positive feelings about himself is not that 
he is fortunate enough to be among the 'middle class' but that the play 
material and curriculum stress facial acceptance and as such reflect the 
general nature of society. Books showing people of different colour 
should be free of negative connotations about black and blackness. When­
ever positive associations do occur, these should he reinforced and 
stressed by the teacher. As indicated above, blacks often find themselves 
confined to the lower rungs of the occupational ladder (through no real 
fault of the ir own). Teachers, however, can indicate to children the need 
for a ll types of occupations for the functioning of society and the 
possible reasons why certain people tend to occupy certain roles.
Misinterpreted, this could be t aken to mean that- the teacher is 
introducing 'race' into the classroom which young children do not notice 
unless i t  is poinbed out to them (Report of the Schools Council, 1978).
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However, i f  sldLlfully handled, these issues could be used indirectly to 
shape the attitudes of young children (whites included) to others and them­
selves, There are times too when direct comments about 'race* may be 
effective. For example, i f  po litica l or historical events are being dis­
cussed, black as well as white leaders should have a place in the 
discussion. The same is  of course true for music and art. Black music is 
particularly important in the life  of the black child. The lyrics are 
expressions of where blacks have 'come from' and where they are ’going to '.  
I t  would be unfair to the young black child to lead him along a false path 
by trying to inculcate in him, ideas that neither he nor his group believe 
about themselves.
Porter (1970 points out that another important aspect of integration . 
is  parental involvement. In the light of the implications of the discussion 
earlier in this chapter on the influence of parental involvement with their 
children's activ ities at school, Porter's conclusion is apt: "If the
parents are given the opportunity to interact in the pursuit of common 
goals, like the planning of innovative school programs, their own racial 
attitudes may be modified".
In an integrated situation, the teacher needs to have, among other 
sk ills , the ab ility  to liandle racial incidents. These require immediate 
and skilful handling. The passing of an obviously negative racial remark 
against a child of another group, even i f  this could be assumed to be 
echolalia, requires that, for example, the child be firmly t'old that tills 
is  unacceptable behaviour. I t  would be unwise to dwell too much on the 
unacceptability of this behaviour as not only may this attract the 
attention of everyone in the class, but the offender and indeed the victim 
may begin to think that what was said was probably correct and simply 
unpopular among the victim’s group.
What is clear so far is  that for the young black child to develop 
positive feelings about himself and other members of his group, we need,
■among other things, a -sound educat '.onal system combined with an active 
stress on in terracial tolerance. ]>y th is I do not mean that some mention 
of 'race1 should he allocated to Bible Studies, Social Studies, Black Studie 
etc. (or indeed to , as Porter (1971) calls i t ,  a weekly "tolerance hour"). 
The atmosphere of the classroom, created by the teacher’s attitudes, play 
equipment, teaching materials may be more effective in enhancing the self 
esteem of the young black child than any direct teaching about 'ra ce '.
F irstly , however, the attitudes of teachers in general have to be. 
changed so' tliat they realise and recognise that Britain is  essentially a 
multiracial, multicultural society. Teacher training programmes including 
in-service training, have a large part to play in- the changing of attitudes 
among teachers, particularly head teachers who have a great deal of 
influence on the contents of teaching materials. Not many teachers, as 
shown by the Schools Council report (1978) believe that young children of 
four and five years do possess, or afe beginning to develop, "racial 
attitudes". Teacher training programmes therefore do have a duty to pro­
vide opportunities for investigating, interracial materials even i f  the 
teacher concerned wishes to teach in an all-white school.
What influence can the school have in the light of the evidence on 
the influence of the mass media, including television, on the way young 
children regard themselves and others? The s chool cannot be set apart 
from society and' so inevitably reflects the current thinking and nature of 
society. I t  is  not surprising to find that teaching materials do not.-"’- 
reflect the multiracial nature of the classroom; society (reflected in 
the school) has not yet come to terms with the multiracial, multicultural 
nature of i ts e lf . The issue here is that society has to f irs t  come to 
terms with i ts e lf ,  and then the schools may begin to reflect th is  in their 
teaching materials. The young child spends most of his waking hours at 
school and so i t  behoves the school to do i ts  duty by him by providing him 
with positive images of-himself and Ms people. Black parents as, shown
previously, rely heavily on the impact teachers can have on most aspects 
of their children’s development, ' ’hese parents do try , when they feel that 
their efforts are valued, as in the situation of the Supplementary school, 
to help where they can. Some individual teachers wish to help the young 
black child, and his-group, hut lack the knowledge to translate their inten­
tions into positive classroom situations. Others are not convinced of, or 
are not willing to accept the multiracial nature of the classroom - "they 
are a ll  the same" or "they do not matter". Such people should he helped 
to examine the nature of their prejudice or better ab ill, would he best 
kept out of the multiracial classroom altogether.
In concluding, there is  very l i t t l e  doubt that the late 1970s demand 
that materials used in the classroom should be multiracial in content* Suoh
o. proposal is viewed as one that w ill c any  the young black child beyond the 
single classroom and under the guise of experiential education, circulate 
the child through the school into the surrounding community and.back into 
the classroom. The underlying process is one which can involve the young 
child in a degree of individual freedom and the opportunity to know and 
understand lfls fellowmen.
How is the Commission for Racial Equality concerning its e lf  with 
the ’problem’? I t  has consultations and conferences with local education 
authorities and Colleges of Education on the educational implications of a 
multiracial society. I t  has stimulated the development of liaisons such 
as the home/school links and has suggested programmes for cultural and.'-7, 
religious education in schools. The Commission has also in itia ted  a 
register in which Colleges of Education indicate whether (a) they have 
courses with a multiracial emphasis, and (b) teaching practice in a multi­
racial setting is  afforded those students who want to make use of i t . '
TMs register allows exchanges to be made i f  necessary. Most Community 
Relation Councils have educational panels wMch may act as agents to help 
ethnic groups meet such needs as supplementary schools, day nurseries and
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adventure playgrounds, theatre productions which portray their cultural 
heritage or current life  situation , mobile book displays of multicultural 
literature etc- A number of community projects enable children, both 
black and white, to get to know more about their own and other groups with 
the hope that tolerance will replace ignorance.
Is there any indication that the introduction of multicultural 
teaching materials into the classroom does improve the self regard of 
young black children? 1  shall be considering this very question in the 
next section, but i t  must be pointed out at this stage that the long term 
effects of these experimental methods have not been proven and so any 
conclusion as to their £>ositive effects should be drawn with some 
reservations.
Experimental Methods
A fa ir amount of research lias been carried out on the modification 
of-the young black child’s se lf concept through (a) introduction of 
’special’ materials for a limited period, and (b) conditioning. However, 
generalisations are extremely limited by the methodological flaws' inherent 
in many of the studies. Many lack proper controls, sufficient sampling 
techniques and clear descriptions of methodology. What is  clear from the 
results of these studies, however, is  that the periodic ’injection’ of 
special material designed to improve the black child’s sense of worth is 
ineffective. As I have argued earlier in this chapter, the "whole school" 
concept, i .e .  changes in the entire curriculum and indeed in the attitudes 
of the teachers, seems to be the answer in any attempt to improve the black 
child’s self concept. This approach is  necessary not only for the younger 
age group but also for older children, as a number of studies have 
demonstrated (e.g. Freyburg, 19&7; Grant, 1973; Simms, 197&; Dimos, 1970; 
Wilder, 1977) no significant change in se lf  concept following ’incidental’ 
teaching of ’Black Studies’ .
John McAdoo (1970) administered the-Pre-sehool Racial Attitudes 
Measure (PRAM Xl) to a group of black pre-schoolers. Fo.llovd.ng a programme 
designed to give the children a positive experience in learning about the 
groux.) to which they belong and to help them to develop positive feelings 
about themselves as members of that group, he found that the children 
displayed slightly more white bias tlian they did before the project v/as 
set up. The programme consisted of songs, stories, games and art 
ac tiv ities for three one-hour sessions each week for a period of six 
weeks. Pre- and Post-test mean scores on the two halves of the PRAIvi IX 
were 7*48 and 8.48 respectively. In other words, this b rief "injection" 
programme actually made things slightly worse.
Another study carried out by Patricia Walker (1971) compared the 
PRA.M II scores of two groups of Euro-American and two groups of Afro- 
American pre-schoolers before and after the introduction of a ’special 
curriculum’ to one each of both groups. The programme consisted of a 
fifteen- to twenty-minute story period conducted by their class teachers, 
for six weeks using books vdiich portrayed blacks in a favourable manner 
or showed them playing or working together with whites in a mutually 
satisfying way. The other two groups used hooks which dealt, with animals 
or they simply discussed ’informational’ topics. Results revealed "no 
appreciable change in PRAM II scores as a result of the special curriculum 
received by the two experimental classes."
Another even more detailed study was undertaken by Deborah Best (1973)« 
Best controlled for both teacher and curriculum variables but found that 
neither of these had any significant effect on post-test scores in the 
direction predicted.
The last three studies are clear indications of situations where 
there have been "injections" of special curriculum. What is not sur­
prising about them is  that they have fa iled  to change the young black 
child’s attitudes toward himself and liis group. 1 shall now review four
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studies win.cli have demonstrated v• une change in children’s attitudes 
towards themselves mid others like them. Wlmt is  noticeable about these 
studies is  that they come somewhat nearer to the idea of the ’whole school* 
concept mentioned earlier. In so doing they have managed tP .show some 
change in attitudes. These studies relied on materials which represented 
the child’s present situation, and the materials were presented as part 
of the children's regular curriculum and not as a separate subject. The 
race and personal commitment of the teacher appeared to be a significant 
factor, in that in cases where these were the same as tliat of the members 
of the class the materials presented appeared to have had some effect on 
feelings of se lf worth.
Anna Yancey (1972) exposed a group of seven-year-old white American 
children to what Williams (1977) calls a "multifaceted to ta l push approach" 
wliicli was aimed at the development of positive associations with the . 
colour black and with dark-skinned people.. At the end of a thirty-day 
period, she found that the mean score of her subject dropped from 9*80 
to 6 .1 5  on the two halves of the PRAM II . This indicated that by the end 
of the course, the children were just as likely to associate both bad and 
good words with both types of figures.
Yancey’s study differed, from the others outlined above in at least 
four respects. F irstly , to the children, the course appeared to  be an 
integral part of their ordinary curriculum, 'as Yancey was their regular 
class teacher, (in an ea rlie r  chapter, I pointed, out that children, and 
particularly black children, appear to become very anxious in the face of 
threatening, new situations e specially when presented by a white .person.
I t  is  unlikely then that their attitudes to themselves would improve i f  
they are suddenly ’confronted’ by a white researcher with materials which, 
the researcher himself thinks should be relevant material for the young 
black cliild) •
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In. the other studies, the researcher simply visited the schools, 
administered the tests and carried out the ir post-test investigations.
Their commitment was possibly at the level of needing to gain their Ph.Ds,
or being able to produce an a r tic le . Yancey appeared to have had a personal
commitment to the project and this may have created an atmosphere where the 
children fe lt willing and able to participate in the project. Yancey's 
outline of her project indicates the third way in which her study'differed 
from those which failed to show any significant difference in attitudes
towards se lf  and others on post-test:
"Each day a biography of a famous American negro was presented to 
the experimental group followed by a short discussion and the 
reading of one or two (dependent on length) library books about 
black children . . .  The stories either showed clear illustrations of 
black children or adult3 as central characters or else they showed 
multiracial situations with Blacks and Whites as central characters. 
The stories selected also portrayed Blacks in a positive manner 
without negative stereotypes . . .  (The children) were allowed to 
make short comments about the story as i t  was presented, but dis­
cussion was withheld until the completion of the story . . .  On Friday 
of each week the children became involved in special a rt activ ities 
using either black or brown as the predominant colour. During a 
ten- to fifteen-minute free time period existing immediately after 
lunch, the children were encouraged to individually express th e ir . 
own Creative notions concerning the colour black or black people. 
Rainy afternoons provided an opportunity to show film strip s or 
movies in place of the scheduled recess . . .  All of these films 
depicted black people and/or the colour black in a favourable
nperspective.
Another facet of the study was scheduled each day for 2 p.m. when 
the experimental group returned, from maths classes. This involved
the selection of a slip  of paper from either a black or a white box .» 
The white box contained slips of paper with messages, 73% of which 
were neutral and 23% of which were positive. In the black box were 
messages, 75/  -of which were positive and 23% of which were neutral.
No negative messages were contained in either box. An example of a 
neutral message was "G-eorge Washington was the f i r s t  president of 
the U.S." - Positive messages included such things as an extra 10 
or 15 minutes free time period, or a trea t such as two black je lly  
beans . . .  The choice of boxes was determined by a majority vote". 
(Yancey, 1972,. pp.24-26).
I t  is  clear that Yancey tr ie d  to put forward the positive side of black 
and blackness as often as was possible. Fourthly, from previous evidence 
that children tend to develop certain ’bad* feelings about black people 
at the same time that they'are developing had associations with the colour 
black (Williams, 1970), Yancey tried  to get the children to not only 
associate positive things with black people but also with the colour black, 
through art work and the black and white box game.
What do we learn from Yancey's (1972) study regarding changing young, 
children's attitudes towards black and blackness? Yancey carried put 
her study with white children but there is  no obvious reason why the same 
procedure should not work to some degree with young black children. The 
approach young black children need is  one in which the researcher, 
preferably their own class teacher, is  fully committed to the idea so/'«' 
that the 'e ffo rt' 210 longer becomes a project but a way of life . The 
idea that 'black is good' should percolate a ll  aspects of school life  
using current material, and should not be set aside for set periods as 
though black is  only positive from two to three o’clock each day. The 
ideal situation would be one in which the teacher, like themselves, is 
black and recognises the need for positive efforts towards black se lf  
concept formation.
Andrews ( 197^  ) investigated r;he effects of "Black Studies” on the 
se lf concept of ~J(l five-year-old black children from three kindergarten 
classes in Southern U.S.A. The children were exposed to curriculum 
materials which focused on the everyday life  of black Americans, their 
institu tions, their symbol systems, roles and relationships within the 
black community, as well as information about ancient through to contem­
porary Africa. All three teachers were black and the material was presented 
as part of the regular curriculum, and. not as a separate subject. Two 
research instruments were administered before and after the treatment 
period of four months: the modified Piers-IIarris children1s se lf  concept 
te s t and the ABC Inventory Headiness Test. Periodic classroom observations 
of the children were recorded by the researcher and the teachers. In 
addition, the children’s creative poems, dictated sto ries, songs, plays, 
art work and other original products were displayed during the four-month 
period. One of Andrews * conclusions was that: "Negro children developed 
a more positive self concept as a re su lt of being exposed to the program",'
What comes over from the above study is that the children fe l t  valued 
for the ir efforts. They were able to display their accomplishments.
Maslow (1954)(discussed in Chapter 2) claims that one of man’s basic needs 
is to be esteemed. This accomplished, the child continues to value himself 
given the support of his significant others. Andrews1 (*1970 study 
therefore goes one step further in demonstrating wliat the young black child 
needs in order to develop positive feelings about himself as a member of a 
group which many others regard as second rate.
Burton and Weissbach (1974) compared two groups of black seven-year- 
olds who attended either a community-controlled or a public school. On 
the administration of the Clark doll’te s t , they found that the children who 
attended the black community-controlled school displayed more own-race 
identification than those in the other group. The community-controlled 
school was staffed entirely by black teachers, used materials which
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represented, black people’s present experience in America, and concentrated 
on achievements rather than 1 downfalls’ among black people, and continually 
encouraged the children in their efforts.
Very few studies have been carried out in England which have set out 
to investigate the impact of ’cultural' teaching on four- to seven-ycar-olds. 
Researchers have concentrated on the older age group of twelve- to fifteen- 
year-olds. However, one well recognised study was carried out between 
1973 and 1974 by Dr. David M ilnerFollow ing Ms previous study of four- 
to eight-year-olds in 1970, he concluded: "We fe lt that the absence of 
black personnel on the whole in British schools denied black children 
models with which they could identify". Thus, after a year's exposure to 
black teachers and multicultural materials, fewer black and Asian children 
displayed a preference for whiteness. The pre- and post-test instrument 
was the Clark Doll Test. On the pre-test, tM rty per cent of the West 
Indians said they looked like the white doll and seventy-eight per cent 
wanted to be like the white doll. Figures for the Asian children were 
thirty-one and eighty per cent respectively. Post-test figures showed 
that only ten per cent of both West Indian and Asian children identified 
with the white doll and only twenty-four per cent of West Indians and 
twenty-eight per cent of Asians wanted to be white,
The lamentable dearth of curriculum development in this area in 
Britain leads me to suggest that f irs tly  educationalists need to recognise 
that children of three years and above do possess certain 'a ttitu d es’ A7- 
about black and blackness. More black teachers should be trained, and 
employed, in multiracial schools; more multicultural literature should be 
introduced; and a ’whole school* policy, instead of ‘injections' into areas 
such as Religious Education, Social Studies, etc. should be developed. The 
older generation of the black community needs to come to terms with the 
need, emotional and physical, for black children to develop a special pride 
about being black. This done, they theh need to put pressure on
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educationalists to provide their Uiildron with the no cos Gary experience to 
develop positive feelings about themselves and their group.
Unfortunately, there is very l i t t l e  evidence to suggest that a t t i ­
tude changes induced by experimental intervention will persist through 
time. This is an added reason why the experience needs to be a continuous 
and reinforcing one for the black child i f  the change is to be permanent. 
Banks (1972) in his survey of attitude change suggests that there is a 
tendency for modified attitudes to revert to the pre-experimental ones 
although the effects of the experimental treatment inay not diminish com­
pletely. The -most important variable appears to be the attitudes and 
predispositions of the teacher.
Williams and Mori and (1977) commenting 011 the changes and lasting 
effects of such programmes, remark: ” . . .  these changes can be accomplished 
not only in an interpersonal, interview-type situation, but also via a 
teaching-machine procedure. We observed that the effects of the direct 
behaviour modification wore not confined to the training situation per se 
but generalised to a testing situation involving stimulus materials not 
employed in the training situation. There is  evidence that mo dl.fi cat ion 
effects can be observed one year following the original training. Thus, 
direct behaviour modification procedures can bring about a general and 
somewhat persisting change iii racial attitude in young children".
Another method by which the young black child’s view of himself may 
be modified is  through a process known as ’conditioning’. Some psychologists 
have demonstrated that attitude formation in human beings is subject to a 
process of conditioning that is similar to that by which Pavlov’s (1927) 
dogs learned to salivate when presented with a sound or light. This 
process is termed ’classical conditioning* and occurs when there is  an 
association of certain words or actions (unconditioned stimulus) with a 
certain stimulus (conditioned stimulus). In the case of the modification 
of a white bias, the colours white and black are associated with words
which have heavy emotional overtones. Other psychologists attempt to 
modify attitudes using the principles of 'operant conditioning'. In these 
cases, the subject's response is  followed by positive or negative 
reinforcement. Reinforcement may be given through words or actions. I shall 
be discussing the. la tte r  category f ir s t  as attitude change in young 
children appears to be more amenable to change by this method than by the 
former. The pro- and post-test instrument used in most cases is the 
PRAM II . Tlxls is  indicative of the recency of (a) the idea that young 
children do have racial attitudes; (b) the nature of these, and (c) the 
assumption that these may be modified.
Williams and Edwards (19^9) were the f ir s t  researchers to carry out 
investigations of the modification of young children's attitudes to the 
colours white and black and to light and dark-skinned people, through 
behaviour modification. Their subjects were white American pre-schoolers 
who were given the CMT I . in which each choice was followed by positive 
reinforcement or punishment. Positive reinforcement consisted of saying 
"fine" or "all right" to the chi.Id and giving him/her three candies, 
and was done when the child made 1 unconventional’ responses. For choosing 
black with "good" words and white with "bad" words, the child was 
rewarded. Punishment consisted of saying "no" and withdrawing two 
pennies which had been given to the child at the start of the procedure.
This happened when the child chose white animals in response to "good" 
adjectives and black in response to "bad" adjectives. Williams and ->r, 
Edwards found that the ir Gl\. experimental subjects abandoned their 
in i t ia l  wliite bias and eventually developed a 'moderate' black bias, 
after tlioy were exposed to twelve tr ia ls . The twenty children in the 
control, group continued to display a white bias. Two weeks after the 
completion of the t r ia ls ,  the.children were given the PRAM I and results 
showed that while seventy per cent of the control subjects displayed a 
pro-Euro bias, only forty-eight per cent of the trained subjects did.
I t  could-be seen then that a modification of the white bias had resulted 
in a reduction in the pro-Euro attitudes that the trained children 
originally displayed. No long term follow-up of the subjects was 
attempted, but other evidence suggests that the effects of "one-off" 
programmes such as this will rapidly fade (Best et a l , 1975)«
John McAdoo (1970) in another part of his study' described earlier 
in th is chapter, .examined the effects of positive and negative reinforce­
ment on the attitude of 65 three- to five-year-old black children over an 
eight-week period. An attempt was made to balance the race, sex and 
experimenter bias of the testers. Black students v/ere used as experimenters* 
The training procedure involved the loss of.pennies when a 'customary* 
response was made to black or white animals and tlio giving of candios 
when a 'non-customary* response was made. Post-test data showed that 
racial attitudes can be changed in both a positive and a negative 
direction. Like Williams and Edwards (196^ ), they found that negative 
reinforcement caused greater changes in attitudes than positive 
reinforcement.
Assuming a relationship between culturally induced connotations for 
the colours black and white and attitudes toward black and white people^ 
Shanahan (1972) attempted to neutralise the children's connotations for black 
and white objects (animals and toys) using a positive/negative reinforce­
ment schedule. Shanahan found that a positive/negative reinforcement was 
successful iix modifying the black-white colour connotation of his twenty- 
eight experimental subjects, in comparison with controls. lie found also 
that race was a significant factor in colour connotation modi.fication, 
with black subjects demonstrating a more positive connotation for the 
colour black and a more negative connotation for the colour white than 
the white subjects. What was important about Shanahan's findings was 
that successful black-white colour modification did not significantly 
modify the experimental subjects' racial concept attitudes as measured
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by 'the PRAM II . One of the reason;; ho gave for this finding supports ny 
claim.for the ’whole school’ concevb when trying to influence a child’s 
feelings about himself. Shanahan remarks that: "A second factor affecting 
the failure of successful black-white connotation modification to signifi­
cantly alter racial concept attitudes may have been the supportive 
multiracial nature of the subjects’ classroom". V/hat he means is  that the 
general and customary classroom environment was a much more powerful 
determinant of racial abbitudes than any short-term experimental technique.
Another study similar to those described above was carried out by ' 
Richard Traynham (1 97A-) • He tr ie d  to modify the white bias (on the CMC) 
and hence the pro-Euro bias (o.n the PRAM) of forty five-year-old and forby
eight-year-old white American.children. Reward and punishment were used
/
for unconventional and conventional responses respectively and he found 
that two weeks after training, children at both age levels in the experi­
mental groups were now displaying an appreciable degree of pro-Afro bias 
as demonstrated on the’ PRAM II . The control group continued to display 
the usual pro-Euro bias.
Margaret Spencer (1973) shov/ed that modification of attitudes may be 
achieved even when reinforcement (positive or negative) is  delivered by 
mechanical means. She used a mechanical puppet to deliver reinforcements 
to three- to six-year-old black and white children, in it ia l ly  in response 
to black and white animals and later in response to light and dark-slcinned 
figures as shown in the PR/HI II, Spencer's findings indicated that a pro- 
Euro bias may be weakened by modification of the white-black colour bias 
and also that this may be modified even further by direct training. The 
training procedure was just as effective for the younger children as i t  was 
for the older ones.
A few researchers have attempted to modify children's colour and 
racial concept attitudes through the association of white and black with 
words which are 'high in  affective meaning'. Jeffrey Collins (1973) found
no difference on post-tost CMi.’ II  and PRAM II scores for white American 
pre-school children v/ho were exposed to tape-recorded stories - one group 
listening to a story in which white animals were described positively and 
black animals described with a number of negative adjectives, while a 
control group listened to a story where there was no reference to colour.
Thomas Parish (1972, 1976) undertook two studies in which he used a 
classical conditioning technique. In his study of 1972, he trained white 
American pre-schoolers to associate the colour black with words such as 
"cake", "Christmas" and "friend". The post-test measure was a version of 
the CI.LL1 I I  in which the child was. presented with pictures (singly) of 
black animals and. asked, for example, "Is this a smart dog or a stupid 
dog?" Parish found a reduction in the association of black animals with 
'bad* adjectives, but also found that the children's attitudes to figures 
with dark skins had not altered (as shown by the. PRAM I I ) .
Parish exposed his white pre-school subjects to a projection of the 
colours black, orange, blue and green on a wall. Each colour was presented 
th irty-six  times but the colour black was always associated with a positive 
word which the children had to repeat. The children were divided into 
groups which received training for differing lengths of time - two, four 
and eight sessions. Parish's argument following his 1972 experience, was 
that perhaps i t  was the length of the training session which was the 
important variable. On post-test adjninistration of the PRAM II , he found 
that the Euro ( i.e . white) bias previously found among the group had'been 
reduced in comparison to the length of the training period so that the 
eight-session training displayed an unbiased, position overall. Parish's 
conclusion was that classical conditioning technique can be affective in 
modifying file young child's attitude to the colours black, and white, and 
to light and dark-skinned people.
What Parish's (1976) study does illu stra te  is that young children's 
(black or white) attitudes to dark-skinned people cannot be changed quickly
or by short-term methods. Becaus- ■ of the cultural connotation of the 
colours black, and white, they hav° come to what may be termed a 'logical* 
conclusion about people who havo been designated as belonging to these 
colour groupings. The implications of these attitudes are even more important 
now that many dark-skinned people prefer to be called 'b lack '.
While the above researchers reinforced their young subjects within 
a specific setting at certain times of the day, other investigators have 
adopted an interactionist approach to the modification of attitudes..
This seems to me a more sensible approach since attitudes are acquired 
through interaction with significant others. This, however, does not 
preclude the use of the former. The locus of symbolic interactionist 
theory as expressed by James. (1090) and Mead (1934) is  that self-concept 
is  cultivated by the process of social contacts and interaction with key 
significant others. Davidson and Lang ( i960) found that the evaluations 
children make of themselves are related to their teachers' evaluations of 
them. Using th is theory as a base, Washington (1976) trained the teachers 
and parents of th irty -six  black American three- to fivc-year-olds from a 
number of Day Caro centres, in methods of systematic reinforcement.
Before the children became involved in the project, Washington held work­
shops for parents and teachers together covering the following areas:
(1 ) systematic use of positive reinforcement by teachers (weekly one-to- 
one conferences accenting a child 's successes, identification of strengths 
and mutual goal setting); (2) systematic dissemination of s e If  - aware n e’s s 
information to the child on a daily basis (twenty-minute small group 
informational and ac tiv ities session each morning); (3) systematic parental 
attention and positive reinforcement of the child 's school work (parent/ 
child homework form).
What appears to be happening in Washington's (1976) scheme is that 
significant others are concentrating on helping the young black child 
come to a better view of himself tlrrough a success-oriented pattern of
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learning. I t  is  no undorstatomcn'■ to suggest' that many teachers do have 
lower expectations op their blacl students than of their white ones (Hist, 
1970). Washington thus trained his teachers to highlight accomplishments 
and set goals for the child with his help. Daily self awareness sessions 
helped the child to recognise positive tilings about himself and his family- 
together with accomplishments of other black people within the community.
In liis scheme, Washington recognised the importance of parents, as a t t i ­
tudes need to be reinforced throughout the day and not simply for a few 
hours of the day.as depicted in the other studies using the conditioning 
technique. Parents were expected to spend a few minutes each week with 
the child discussing the goal that he or she is  working on and accomplish­
ments throughout•
The post-test instrument used was the Brown IDS Self Concept Referents 
Test in which the child had to respond to eleven bipolar adjectives (good- 
bad, happy-sad) f i r s t  in -terms of liis own perception of himself, and then 
his perception of the teacher’s perception of him. Results showed that 
the children exposed to the treatment perceived th e ir teachers as having 
higher expectations of them than those who had not undertaken the treatment. 
The findings also lend support to the notion I  explored earlier in this 
chapiter that parents can play a key role in helping young black children 
to develop positive se lf concepts. As in the examples of the supplementary 
schools, parents wore involved in a meaningful and significant way.
The importance of ’make-believe’ as a method of enhancing s e lf -“- 
esteem in young children lias been encouraged by Smilansly ’s (1968) 
pioneering experiments into the impact of sociodraiuatic play. She 
concluded that following a course of sociodrama, children developed 
increased creativity, heightened concentration, more abstract thought, 
greater flex ib ility  and empathy toward others, improved imitation of 
models and enhanced self-awareness and self-control. Smilansky suggests 
that soc iodramatic play should be built into the curriculum of nursery
and infant schools, since a,in "as :i attitude or' capacity for fantasy is  
necessary for a "rounded personality" . Eriks on (1940) has indeed shown that 
imaginative play can reduce anxiety by enhancing a child1s sense of mastery 
over the unknown and over new .and unfamiliar roles and relationships*
Noble et al (1977) exposed ten deprived urban American children (ten 
controls) to the experience of sociodrama and found that after 6 four 
one-and-one-half hour sessions, the children drew themselves and adults 
more accurately than before, increased the number of physical descriptions 
of the current se lf, gave more statements indicating appreciation of 
individual differences and showed an awareness that these physical differ­
ences would persist in the future.
A second group of children were allowed to see themselves in action 
hy means of a videofeedback. These children were also able to draw them­
selves more accurately than before, became more aware of their individual 
differences and were more verbally able to describe themselves than 
previously. Having seen themselves in action, the children were better 
able to envisage themselves in the future, and Noble adds: "Even at one 
level they were only aware that the colour of the ir hair, for example, 
would not change". At a more fundamental level the children increased the 
number of institu tional ro3.e descriptions of themselves in ten years’ time.
Noble (1973) also undertook some research among adolescents which 
showed that, as in symbolic interaction theory, "identity is  harnessed to 
social context and in turn regulates overt behaviour". Both tlri.3 and.the 
above work with younger children suggest that the se lf becomes something 
of an object, or what Mead (1934) calls a "mo", which may be critica lly  
evaluated when i t  is  seen on a television soroen or indocd extended through 
sociodraina. Noble found that children were not willing to view the video 
recording of themselves whenever they suspected that they were behaving in 
v/ays they would be ashamed of - just as an accurate reflection of such a 
self would be painful i f  reflected by people such cliildren respected*
There are a number of strengths witMn this study, wliich i f  used 
with young black c liil dr on should h Ip to improve their general view of 
themselves as individuals and as members of a particular group. Any 
attempt to improve se lf image in young cMldren through largely ’verbal' 
means is  unlikely to be as successful as a non-verbal technique such as 
that used in the sociodrama or videofeedbaclc. Sociodraina allows the child 
to, among other tMng3, "act as a shadow to the expressive drama leader", 
move 'bo dance and rhythm, mime and act out such familiar everyday scenes as 
a local wedding, washday at.the launderette, father returning home. The 
"expressive leader" can help the black cMld by choosing to portray leaders 
within the black community with which the child would be familiar. Reggae 
and ’soul1 music has a lot to offer the black cMld in terms of rhythm 
and 'feelings’ (general atmosphere) within the black community, what they 
feel about white, so-called ’superiority’ and what attempts they are 
making to deal with the situation. I f  one examines the rhythm and the 
'movements’ in America since the late 1960s one sees for example, how the 
"African Twist" revived the continued identification with Africa as did 
the 'naturals’ (hairsty le), handshake and the daishiki. The "Tighten up" 
signified the need to close ranks against the oppressor and the "Lickin’ 
Stick" showed disdain for the weapons of oppression. A climax was reached 
during the summer of 1968 in the explosiveness of the "Black Power Stomp" 
(Banks et a l , 1972). Miming and acting familiar scenes within the black 
community can lead to an awareness of the importance of one’s group and- 
indeed one's self worth as a member of that group.
A young black cMld may view Mmself on the video screen taldng a 
leading role in a group activity. This might well give Mm confidence to 
repeat the action in the future. Katz et al (1975) suggest that working 
class cMldren (and many black cMldren belong to this group) do not learn 
middle class standards and methods of self appraisal. I t  would appear 
that such cMldren need practical situations from which to appraise
themselves and be appraised. I v.Muld think that a video screen would serve 
a similar purpose in enhancing the self image as seeing photographs of 
oneself and others like one (as discussed earlier in this chapter) would do*
What is  clear so far is  that there are a number of ways the self 
concept of the young black elm.Id may be improved especially in relation to 
himself as a member of the black race. There is no doubt, however, that 
periodic "injections" of the notion of black and blackness into the 
curriculum or at home is  not enough to give the young child the confidence 
he needs to withstand the implications, colour connotation and emotional, 
of being black in a country where the majority of people are white and 
more powerful socially and economically. Lloyd (1967) examined the 
positive effects of a deliberate attempt to induce a positive attitude 
towards the se lf image of 'blackness1. lie taught the children to respond 
to the taunt ,of "blackie" or "blackmail" with "I know I'm black. So are 
you and you should be proud of i t" .  Eor this to become more than a 
rhetoric for the period of the investigation, th is programme, like those 
employing cither forms of the conditioning tecl miquo, will need to be 
reinforced within other areas of life  (such as the family) together with 
other social institutions.
The best and most obvious approach to the enhancement of self 
concept to rry knowledge is  a symbolic interactionist one. The technique 
of operant conditioning fa lls  somewhat into this category as i t  involves 
the administration of reward and punishment by the child 's significant 
others. I t  is  likely that conditioning techniques w ill fa il  when not 
carried out by familiar and significant others, such as teachers and 
parents. The attitudes of the significant others are therefore of crucial 
importance i f  the attempt is to succeed. A number of the studies used 
only white children as their subjects, but there is  no evidence to 
suggest that the modification of attitudes would not have been as 
successful i f  the children had been black.
There is  very l i t t l e  evidence of the lasting effect of modification 
of the pro-white/pro-Euro bias as measured by PRAM II . Best et al (1975) 
for example, followed up th irty  of the ir thirty-nine black and white pre­
school subjects trained by operant conditioning techniques a year previously. 
They found that a majority of the children had reverted to a pro-Euro bias. 
This finding suggests that perhaps there had been, no change on a macro 
level, i .e . other social institutions and perhaps the schools the cMldren 
attended, did not portray an unbiased attitude towards the colours blade 
and wMte or toward light and dark-skinned people.
Conclusions
In conclusion, i t  seems clear' that conditioMng techniques to 
change attitudes towards blackness, and towards oneself w ill only be 
effective i f  (a) they are administered by the child's significant others;
(b) they are long-term techniques, incorporated into daily routine over a 
period of months; (c) there is  multiple reinforcement for attitude change 
from peers, teachers, parents, the wider environment of the school, the 
neighbourhood, and the institu tions of the wider society.
I have dealt with various techniques for changing attitudes to. 
oneself and one’s group because I think i t  would be valuable to replicate 
them in experimental studies wMch attempt to incorporate at least the 
f ir s t  two conditions listed  in above paragraph - that is ,  administration 
by those who are familiar to the cMld and those whom he respects; and 
administration over a long period of time, so that multiple reinforcements 
are built into the milieu in which the programme takes place.
CHAPTER 1 0
FINAL CONCLUSIONS :. ETHNICITY, SELF-CONCEPT AND IDENTITY
FINAL CONCLUSIONS: M L iJM , SJOT-CONCEFT MD IDEM1 ITY 
Tliis study has "been about the development of identity in black 
children. Identity is  an extremely complex phenomenon, and concerns, 
witliin a matrix of developmental changes, a ll  the tilings, a person is and 
a ll the tilings he experiences. These elements of experience are incorpora« 
ted in increasingly complex ways into the individual's identity: who he is ,  
how he perceives himself, and how he chooses behavioural options; or is 
forced to behave when confronted with various role alternatives.
I have been unable to deal empirically with this whole developmental 
process, and the crucial years of adolescence. I have dealt instead with 
the early years of development of the black child, the period between three 
and seven years when consciousness of colour emerges, and evaluations of 
colour and ethnicity begin to be internalised.
The major empirical findings are as follows. Two standardized 
instruments for measuring the evaluation of colour and ethnicity in young 
children, the Colour Meanings Test (CMT II) and the Pre-School Racial 
Attitudes Measure (PRAM II) have been found to be reliable and valid 
measures in a British context, and. they are probably valid too for use 
in the Caribbean. These instruments allow, for the f i r s t  time, standardized 
comparisons of the evaluation of blackness and of black people across 
cultures, and witliin cultures at different points in time. I t  lias been 
shown, in various groups, that the evaluation of colour as such is  
related to thè evaluation of people of different colour«,
As cxpoctcd, young children in rural Jamaica displayed a considerable 
amount of pro-white bias, as did young West Indian children (including 
those of Jamaican origin) in the British schools studied. These strong 
wllite-biaces imply that these young black children experience both 
problems of self-esteem concerning their ethnicity, and. longer term 
problems in identity formation, as they have to come to terms with both
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the fact of their ethnicity, their own early evaluation of that ethnicity, 
and the ways in which society evaluates ethnicity« There are interesting 
signs of identity conflict in the young black children in my British sample# 
Unlike their counterparts in rural Jamaica, whose evaluation of colour and 
ethnicity are equally negative, young blacks in my British sample displayed 
a "splitting" of levels of evaluation of colour and ethnicity, displaying 
more negative evaluation of colour than of ethnicity« Indeed, a significant 
minority of the West Indian children in the British sample switched from an 
extreme white bias on the Ci.H to a strong black bias on the PRAM. These 
children were, I think, beginning to appraise their ethnic identity in 
different terms, and the presence of a black interviewer in this test 
situation may have influenced, th is changing evaluation of blackness.
Whether th is change in colour evaluation in the 18 per cent of ray UK 
West Indian sample is  a permanent one is  difficult to say. Studies of 
drainge in colour evaluation, reviewed in detail in the previous chapter, 
have indicated that change is  unlikely to be permanent unless the stimulus 
for change is multifaceted and long term; involves the child 's significant 
others; and is  reinforced by other important institutions in the child 's 
life .
The sample of children in rural Jamaica, where white people are 
rarely seen, but where fair-skinned people (descendants of the overseers 
of slave times) s t i l l  hold considerable prestige and power, show consider­
able biases in the evaluation of personal ethnicity* I t  is  likely that 
the profound social and po litica l changes that have taken place in Jamaica 
in the past, two years are likely to have repercussions at the local level, 
and may affect the consciousness of both adults and children. The massive 
electoral victory of the People's National Party in 1977 and the change 
in national mood that preceded and followed the change in government was 
one in which the colonial traditions and the white domination of cultural 
and educational institutions were consciously attacked. In Jamaica now
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adminis 1;rators and the professors ire sorely afraid and arc leaving the
island as fast as they can exj>ort their capital.
The upsurge of black pride which is accompanying these social
changes is affecting schools as well as other institutions. If .Jamaica
had the capital, she would design and print her own school textbooks,
instead of importing British ones which portray white people and white 
(1 )attitudes. All Jamaican children are now learning Spanish, and Cuban 
materials may be increasingly used in Jamaican schools. The Cuban 
government has already built and equipped a junior secondary school. In 
the Jubilee year of 1977 the Queen wont to the Bahamas and Barbados. She 
did not come to Jamaica; instead, Fidel Castro made a triumphant tour.
I think that it is likely that these radical changes in Jamaica!3* 
social structure will be accompanied by an increasing emphasis not only on 
indigenous resources and institutions, but also by an increasing emphasis 
on the potential of ordinary black people to come into their own, to run 
their country. Power and. self-enhancement'go hand in hand. How quickly 
will these changes affect the ethnic self-consciousness of children in 
infant schools? This is an empirical question, and one which I may be 
able to answer by moans of further s tudy with the CiMT and PRA.M in rural 
Jamaica from which my sample was clravm.
The social changes which will affect the ethnic self-consciousness 
of black children in British schools are of a different order, and relate 
specifically to the position of blacks as a minority group in Britain. A 
full, radical identity enhancing change in the ethnic consciousness of 
black children and adolescents will not take place until black people in
1. cf0 recent bias in the textbook linked, to the English G-CE syllabuses 
in human biology by A. Vines and N. Rees, Human Biology, publlshed by 
Pitman in 1973» and in use in some Jamaican High Schools: "In the 
last 300 years it is Western civilization that has made the greatest 
advances and it is now spreading all over the world. The great 
religions,•Christianity, Mohammedanism, Buddhism, and the great art, 
literature and science have all emanated from the Europiform peoples".
(p p .36-37).
people of property and privilege, the fair-coloured elite, the
Britain identify themselves as a community, with communal interests in 
mutual support in the face of a generally racist and discriminatory 
society. Ideally, at some time in the future, the black West Indian 
community in Britain will be able to transmit to their children a positive 
evaluation of blackness which is of the level displayed by the African 
children in my London sample.
Two interesting and important policy implications emerge from the 
empirical study. Ethnic balance in the classroom does make a difference: 
the more black children in a classroom, the better the ethnic self-concept 
in the black children in those classes. At the same time, the ethnic
self-concept of white children who are in a minority in these classes is
not impaired, but rather seems to be enhanced. The model this points to
is a pluralistic one, in which black and white co-exist in the same class­
room, but have each a developed sense of ethnic self-consciousness. There 
is no reason why pride in one's ethnicity should load-to the devaluation 
of the ethnicity of others. But obviously the teacher's role is 
important here if pluralism in the classroom is to work.
The consequences of a failure by teachers to recognise the 
importance of ethnicity in identity development can be serious. I came 
a c r o s s the case recently of a young child of G-ujerati parents who was 
recently referred to social services, lie refused to speak G-ujerati at 
home, rejected his parents calling them "niggers", and denied that his 
skin was in any way dark, like that of his parents. In tills case racism 
combined with the prodoniinantly white culture of the school had led to 
an acute crisis of identity in this ohild. The school needs to transmit 
to children of all ethnic groups both knowledge of their traditional 
culture and language (including Creole, in the case of West Indian 
children), and a knowledge of and respec I for, the culture and ethnicity 
of other children in the school.
A Curtlior interesting findin ; from the empirical study is that 
fricndslid.ii choices outside the clid ld's own colour group were associated 
with some devaluation of personal ethnic identity. Previous researchers 
have tended to deplore the tendency for children to make ingroup choices 
as they move up the junior school and into the secondary school. My own 
view is that tills tendency is not to he deplored, but represents the 
development of valuable in-group support for children who would otherwise 
bo ethnically isolated. Other research (reviewed by Bagley, Malliok and 
Yerma, 1978) indicates that in older children, a higher proportion of 
black children in the classroom is associated with increased levels of 
self-esteem; this is certainly compatible with the view that the develop­
ment of supportive in-groups in the classroom are important in the 
development of positive ethnic self-concept, and good self-esteem, which 
are essential elements in the development of a healthy identity structure, 
and an adequate level of self-actualization.
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APPENDICE
1 .
GENERAL CHARACTERISTICS Off PRAM AND CML PROCEDURES*
The Pre-school Racial Attitude Measure (PRAM) has been developed in 
order to assess the attitudes of pro-literate children toward Euro- 
American and ACro-Ajuerican persons. The Color Meaning Test (CML1) is a 
companion measure which lias been developed to assess the attitudes of such 
children toward the colors white and black. Both procedures are picture- 
stoiy techniques, and they share the same general rationale in which atti­
tudes are assessed by means of children* s responses to simple evaluative 
adjectives contained in the stories which they are told. A child who 
consistently selects one type of stimulus figure in response to positive, 
evaluative adjectives, and a different type of figure in response to 
negative adjectives, is in effect, displaying a jjositive attitude toward 
the former and a negative attitude toward the latter. This approach 
represents a simplified, downward extension of the evaluation factor of 
the semantic differential which lias been shown to be an effective way of 
assessing attitudes among older children and young adults.
The same sets of evaluative adjectives arc used for the PRAM and 
Cliff procedures. The stimulus figures differ with the PRAM pictures 
representing light- and dark-skinned human figures while the CML pictures 
represent white and black animal figures. In tlic original version of both 
procedures, twelve evaluative adjectives were employed to produce score 
ranges of 0-12 . Both procedures have recently been revised and doubled in 
length to produce score ranges of 0 - 2 We will describe here the two 
revised procedures' - known as PRAM II and CML’ -II. Additional details 
concerning PRAM I and CML’ 1 may he found elsewhere (Williams and Robertson, 
1 967) • Both PRAM and CML’ have usually been administered by young women, 
but sex of examiner seems to have no effect 011 the scores obtained.
APPENDIX A
* reproduced from the Manual for the Civil? and the PRAM (Williams, 1974) •
The PRAIvl II stimulus mat or i.- Ls consist of $6 color photographs;
24 racial attitude pictures and 12 sex-role pictures. The CHI? II stimulus 
materials consist of 12 color photographs.
Pre-school Racial Attitude Measure II (PRAM II)
PRAM II is an individual Dy~a dminio tor e d, p i c t ure-s10 ry procedure for 
the assessment of racial attitudes in young children. The procedure also 
yields a measure of the child* s awareness of sex-typed behaviors which 
serves as a useful control measure of general conceptual development.
PRAM II has been used, successfully with children as young as three years of 
age and as old as nine. Administration time is approximately twenty 
minutes. The procedure is so designed that the first and second halves of 
the prooed.ure constitute parallel short forms which may be administered 
separately, at different times.
Test Materials
The PRAM II test materials consist of 36 colored photographs and 
36 associated stories. Twenty-four of the pictures and. stories are used 
in the assessment of racial attitude while the remaining twelve are used to 
obtain the control sex-role score. The twenty-four racial attitude pictures 
each depict drawings of two dark-haired human figures which are identical 
in all respects, except that one has a pinkish-tan skin color ("Euro- 
American") while the other lias-a medium-brown skin color ("Afro-American").
In the series of 24 racial attitude pictures, figures of both sexes 
are employed, and a variety of ages - from young children to "grandparents" - 
are represented. The figures in the series are drawn in a variety of 
sitting, s banding, and. walking positions, wibh the pictures being other­
wise generally ambiguous as to any activities in which the persons 
represented might be engaged. The twelve pictures used, for the sex-role 
items each display a male and female figure of- the same general age, and 
of the same race, with half of the pictures representing Euro-Americans 
and half Afro-Americans.
The size of the picture:! in I.lie sbnndard PRAM act in 0 x 1 0  inches* 
The size of the photograph does nob appear critical, however, since it has 
been demonstrated that virtually identical scores are obtained when 5 x 7 
photographs are used*
Table 1
Adjectives Used in PHAM and _CMT Procedures
Posibivo Evaluative Negative Eva3.uafcive
Adjectives Adjectives
clean bad
good dirty
kind mean
nice naughty
pretty stupid
smart ugly
friendly cruel
happy sad
healtliy selfish
helpful si ck
right unfriendly
wonderful wrong
ji
Note : All 21+ adjectives are used in PRAi.ì II and CIvLL1 II
procedures.
Adjectives above dotted line were also used in 
PHAN I and CLIC I.
The twenty-four evaluative adjectives used in 
the PRAM I! procedure are shown in Table 1 .
Adminlstration
The standard procedure for the adminisOration of PRAM II is as 
follows. The child is taken to a private room where he and the examiner 
are seated at a low table. After some initial conversation to build 
rapport, the examiner places the PRAM II picture notebook, stories, and 
answer sheet on the table and says:
"W'liat I have here are some j ictures I'd like to show you, and 
stories to go with each one. I want you to help mo by pointing to the 
person in each picture that the story is about. Here, I’ll show you what 
I mean". The examiner then opens the notebook to the first (sex-role) 
picture of a little boy and a little girl seated, and reads the first story: 
"Here are two children. One of these children has four dolls with which 
they like to have tea parties. Wliioli cliild likes to play with dolls?"
After recording the child’s response, the examiner displays the second 
pic'cure of two little boys, one Hur o- and one Afro-American, walking, and 
reads the second story: "Here are two little boys. One of them is a kind
little boy. Once ho saw a kitten fall into a lake and he picked the kitten 
up to save it from drowning. V/liich is the kind little boy?" After 
recording the child’s response, the examiner proceeds to picture three and 
story three, etc. until all thirty-six items (12 sex-rolc; 24 racial 
attitude) have been presented.
Scoring
The PHAM II racial attitude responses and sex role responses 'are 
soored in the following manner. The racial attitude score is determined by 
counting one point for the selection of the light-skinned figure in response 
to a positive adjective, and one point for the selection of a dark-skinned 
figure in response to a negative adjective. The racial attitude total 
(RA-T) score based on all 2A items thus lias a range of 0-2A, with high 
scores indicating a pro~Kui‘o/anti~Afro bias (H-i-/A-‘), low scores indicating 
a pro-Afro/ant i-iluro bias (A+/E-), and mid-range scores (around 12) 
indicating no bias. The 12 sex-ro3.e items are scored by giving one point 
for each conventional sex-appropriate response, yielding a possible score 
range of 0-1 2 .
Due to the two-choice nature of the PRAM procedure, the binomial 
distribution provides a convenient way t;o determine when an individual 
child is responding in a manner which would be unlikely on a chance basis.
Tilth 2A racial attitude response opportunities, the probability of an 
unbiased child obtaining a score of 17 or up is only .033; the same 
probability exists for scores of 7 or down. Thus, scores in the former 
category ( 17 up) are taken as evidence of a "definite" white bias, while 
scores in the latter category (7 down) rcfiect a ■'definite” black bias. 
Likewise, scores of 13 and 16, 8 and 9, are taken as evidence of "probable 
bias, while the 10-14 mid-range is characterised as "unbiased".
PRAM II 
Series A
1 . SR ~ Cauc. girl - ca.uc. boy - sitting
Iicre are two children. One of these children lias four dolls with which
they like to have tea parties. Which child likes to play with dolls?
2. RA - Negro little boy - Cauc. little boy - walking
Here are two little boys. One of them is a kind little boy. Once he saw
a kitten fall into a lake and he picked up the kitten to save it from
drowning. Which is the kind little boy?
3. PA - Cauc. little girl - Negro little girl - standing
Here are two little girls. One of them is an ugly little girl. People
do not like to look at hor. Which is the ugly little girl?
A. SR ~ Negro teenage boy - Negro teenage girl - sitting
Here are two children. They are thinking about what they want to be when 
they grow up. One of them wants to be a policeman. Which one wants to be 
a policeman?
3. RA - Cauc. teenage boy - Negro teenage boy - standing
Here are two boys. One of them is a friendly boy. lie has a lot of
friends. Which one is the friendly boy?
6. RA - Negro teenage girl - Cauo. teenage girl - walking
Ilere are two girls. When a lady asked one of them where she lived, the
girl gave the wrong answer. Which is the wrong girl?.
7. SR - Cauo. man - Cauc. woman - walking
Here are two people. After supper one of these people clears the table
and washes all the dishes. Which person washes the dishes?
8. RA - Cauc. woman - Negro woman ~ sitting
Here arc two women. One of them is a nice woman. She doe3 nice things
for her husband and children. Wiiich is the nice woman?
Iloro are two men. One of thorn is i bad man. He took money out; of lids 
children’o piggy bank and never pub it back. V/hicli in the bad man?
10. SR -* Negro teenage girl - Negro teenage boy - standing
Ilere are two young people. One of them works at a gas station after
school. Which one works at a gas station?
11. RA - Negro man - Cauc. man - standing
Here are two men. One of them is a healthy man. lie never has a cold or a
high temperature. Which is the healthy man?
120 RA - Cauc. woman - Negro woman - sitting
Here are two women. One of them is a sad woman. She has been left' alone
with no one to talk to. Which is the sad woman?
13. SR - Cauc. woman ~ Cauc. man -.standing
Here are two people. One of these people has baked tv/o delicious apple
pies. Which person baked the pies?
1 A. RA - Cauc. little boy - Negro little boy - standing
Here are two little boys. One of them is a clean little boy. Whenever he 
washes his face he also washes behind his ears. Which is the clean 
little boy?
15. RA. - Negro teenage girl - Cauc. teenage girl - sitting
Hero are two girls. One of them is a stupid girl. »Clio doesn’t even know 
how to spell her name. Which is the s tupid girl?
16. SR - Negro man - Negro woman - standing
Here are two people. When the car won’t run, one of them is always able 
to fix it. Which person can fix the car?
17« RA - Cauc. man - Negro man - sitting
Here are two men. One of them is a very selfish man. He does not care 
about anyone except himself. Which is the selfish man?
18. RA - Negro woman - Cauc. woman ~ walking
Here are two women. People say that one of them is a wonderful woman.
She can do almost anything. Which is the wonderful woman?
1.9® SR - Cauc. little girl - Cauc. little boy - standing
Here are two children. One of them wants to grow up and be a cowboy.
Which child wants to be a cowboy?
20. RA - Negro little girl - Cauc. little girl - sitting
Here are two little girls. Everyone says that one of them is very
pretty. Which is the pretty girl?
9. RA - Negro man - Cauc. Man - standing
i :
21. RA ~ Cauc. little boy - Negro little boy - sitting
Here are tv/o little boys. One of them is a very naughty little boy. He 
drew pictures on the walls of his. .house with his crayons and upset his 
mother. Which is the naughty little boy?
22. SR - Negro little- boy - Negro little girl - standing
Here are two children. One of them likes to dress up in their mother's
clothes and pretend that they are grown up. Which child likes to drees up 
in their mother's clothes?
23. RA ~ Cauc. teenage girl - Negro teenage girl- - standing
Here are two girls. One of them is a happy girl. She smiles almost all 
of the time. Which one is the happy girl?
2h. RA - Negro teenage boy - Cauc. teenage boy - sitting
Here are two boys. One of them is a cruel boy. When he comes home from
school and his dog runs to meet him, he kicks his dog. Which is the 
cruel boy?
2j5. SR - Cauc. woman - Cauc. man - sitting
Here are tv/o people. One of them likes to go shopping. When they go 
shopping they like to buy new dresses. Which person likes to buy new 
drosses?
26. RA - Cauc. man - Negro man - walking
Hero are two men. One of them is a mean man. lie throws rocks at dogs and
cats when they come into his yard. Which is the mean man?
2~/. RA - Negro woman - Cauc, woman - standing
Here arc tv/o women. One of thorn is a good woman. She does things for her
neighbors and her children. Which is the good woman?
28. SR - Negro man - Negro woman - sitting
Hero are two people. One of thorn built a barn for their animals to live in.
Which person built the barn?
29. RA - Negro woman - Cauc. woman - standing
Hero arc two women. One of thorn is a helpful woman. Whenever someone is
sick she goes to help them. Which is the helpful woman?
30. RA ~ Cauc. man - Negro man - sitting
Here are two men. One of them is an unfriendly man. lie will not speak to 
any of the children playing in his neighborhood. Which is the unfriendly 
man? •
31 . SR - Cauc. woman - Cauc. man - standing
Here are two young people. One of them likes to play football every
afternoon after school. Which one likes to play football? _ -
32. RA. - Cauc. teenage boy - Negro teenage boy - walking
Here are two boys. One of them is a smart boy. Wlion the T.V. set breaks, 
he can fix it all by himself. Which is the smart boy?
33» RA ~ Negro little girl - Cauc. little girl ~ walking
Here are two little girls. One of them is a c'lirty little girl. People 
say she does not take a'bath very often. Which is the dirty little girl?
34« SR - Negro teenage boy ~ Negro teenage girl - walking
Here are two young people. One of them likes to wear lipstick. Which 
one likes to wear lipstick?
35« RA. - Cauc. man ~ Negro man - walking
Here are tv/o men. One of these men is right. When someone asks him a 
question, he always knows the right answer. Which man is right?
36. RA. - Negro woman - Cauc« woman - standing
Here are tv/o women. One of them is a sick woman. She has to stay in the 
house most of the time. Which is the sick woman?
%APPENDIX B
Examples of the Stimulus M a te r ia l Used in  the Colour Meaning Test 
and in  the Pre-School R acia l A ttitu d es  Measure
CMT: Two pigs -  ''Mr, Jones has two p igs. One of them is  an ugly
p ig . He is  so ugly Mr. Jones doesn 't want anybody 
to see i t .  Which is  the ugly pig?"
PRAM: Two young g ir ls  -  "Here are two l i t t l e  g i r ls .  One of them is
an ugly l i t t l e  g i r l .  People do not l ik e  to
look at her. Which is  the ugly l i t t l e  g ir l? "
Note: These photocopies do not produce accurate ly  the shade or the
colours of the o r ig in a l stimulus m a te ria l.
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